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ABSTRACT
THE FRANKLIN COUNTY/0SU INDUCTION PROJECT

This project is part of an ongoing collaborative program development
effort aimed at improvement of teacher education between The Ohio State
University and five Frarklin County (Ohio) local school districts. Through
this collaborative arrangement, we have jointly planned and coordinated the
design and implementation of an induction-year piogram for over 300
beginning teachers, mentor teachers, and teacher leaders in five local
districts over a three year period. 1In addition, we designed a research
agenda for studing of teacher induction and the process of the
professionalization of teachers. The program is supported by a federal
grant from the U.S. Department of Education, Office of Educational Research
and Improvement (QERI), and also by the participating districts and The Ohio
State University.

This project has been conducted in a two-pkase structure. Phase I, the
development year, occurred in 1985-86. Phase II, the demonstration phase,
occurred in Years 2 and 3. 6 The development phase of this projcct had two
purposes: first, to establish a pilot induction program that would help
beginning teachers explore their own needs and classroom processes with the
assistance of mentor teachers; and second, to collect data about induction
through involvement with teacher participants and through evaluation of the
pilot effort toward the creation of a demonstration induction-year project.

Year 2 of the project (1986-87) was the first of the implementation
years and had as its main focus the development of beginning and mentor
teachers as inquiring professionals. This vision of the teacher and

teaching is related to the notion of reflectivity and practice-centered
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inquiry. Mentors and inductees were involved in reflective practices and
collaborative action research to collect information about their classrooms
in order to use this information as the basis for discussion and improvement
of educational practices in their educational settings.

During Year 3 of the project (1987-88), we facilitated the
institutionalization of the induction program by preparing a group of
teachers from the five local districts for leadership responsibilities in
their districts. This group, called the Teacher Leader Cadre, was
responsible for developing programs for mentors and inductees within their
local districts based upon five areas of knowledge: 1) local district
needs; 2) psychological support; 3) instructional observation and
conferencing; 4) assistance in classroom processes/classroom management; and
5) a disposition toward inquiry.

Data collected from this project will serve two purposes: first,
research collected will add to the knowledge base for the curriculum of
teacher preparation programs; second, the data will inform the :ntry-year
process of teaching, such that it could serve as the design for school
districts and universiiies interested in or charged by state mandate to

develop entry- 2ar programs.
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PART_A: PROJECT PORTRAYAL

I. Project Description and Evelution

The evolution of the OERI-supported project described herein is one well
documented in three federal proposals (Zimpher, 1985, 1986, and 1987) and in
the myriad reports, summaries and papers prepared to document the progress
of the project. However, the documentation of a program development effort
is not easily disseminated among colleagues. The intent here is to give a
somewhat abbreviated description of the evolution of this project in an
effort to inform other program development efforts either in the induction
arena or in the general improvement of teacher education programs, whether
focused on initial, induction oy inservice activities.

A Literature-Based Initiative. Cne way to understand this project is to

first understand the needs of beginning teachers as identified through the
kinds of follow-up studies conducted about graduates from teacher education
programs in the past decade at Ohio State and at other teacher preparation
institutions nationally. From these local follow-up studies, certain issues
have surfaced repeatedly (Loadman, 1983). As expected, discipline has been
the most frequently identified area of need for the sample of teacher
graduates used in the Loadman studies. Other needs identified by beginning
teachers in these studies have included concern about communication skills
in dealing with parents, adminisirators and the community, last-minute
curriculum planning, and student evaluation.

National follow-up studies support the identification of these needs and
provide an additional itemized 1ist of skills beginning teachers say they

never acquired or that were inadequately treated in their programs
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(Drummond, 1978; deVoss, 1978, 1979 and 1980). From these studies we can
conclude that teacher candidates continue to arrive at the culminating
experience -- student teaching -- with undiagnosed and unremedied problems.
Ethnographic studies conducted at Ohio State during student teaching
(Zimpher, deVoss, and Nott, 1980) reveal that students have strengths and
weaknesses that appear unrelated to their preceding course experiences.
Paradoxically, these skills are documented components of existing course
requirements (Koehler, 1984).

Other research on the beginning years of teaching describes the
transition from preservice teacher training to becoming an experienced
teacher as a period of chaos and lack of support, wherein beginning teachers
struggle to master effective classroom control strategies which overshadow
more important concerns for learner growth and development. In short, these
studies suggest that teachers move into classrooms ill-equipped to handle
the regular duties of teaching and the concomitant "reality-shock" of the
first years of teaching.

Reviews by both Veenman (1984) and Evertson et al. (1984) describe
multiple frameworks which can serve as a basis for the design of teacher
induction programs to overcome the trauma of beginning teaching reflected
above. These frameworks include developmental stages of concern (Fuller,
1969; Fuller and Bown, 1975), the cognitive development framework
(Sprinthail and Theis-Sprinthall, 1983), and the teacher socialization
framework (Gehrke, 1976, and 1981; Zeichner and Tabachnick, 1982). These
approaches constitute vital references for the thought patterns and belief
systems of beginning teachers and the impact of school context on these
characteristics. They also pose frameworks for the actual development of

inservice programs to meet the needs of newly-inducted teachers.
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To summarize, the extant literature documents the beginning years of

teaching with the following characterizations:

1. Often, it is new teachers who are placed in "hazardous duty sites"
(urban placements with numerous management problems). Consequently, 50%
of teachers now in the first year of service will not be there in seven
years (Morris, 1982).

2. There is a lack of collaboration generally among teachers, and
limited support is provided to beginning teachers (Adams, 1982).

3. Teachers fight chaos and stress during the first years by using the
"practicality ethic" (Joyce and Clift, 1984).

4. New teachers are held to the same expectations as veteran teachers
(Joyce et al., 1981).

5. Higher education assumes 1ittle responsibility for the induction
phase (Yarger. 1982).

6. Teache. education programs adhere to fundamental dogma not adaptive
or flexible in real school settings (Evertson, et al., 1984).

7. Beginning teachers, as with most teachers, have inadequate t'me for
planning, reflection, and further growth (Howey, Matthes, and
Zimpher, 1987).

8. Beginning teachers lack sustained contact with powerful and diverse
teacher models, let alone someone in a forma, mentoring role
(Howey, Matthes, and Zimpher, 1987).

9. There is generally both a suspicion of precervice teacher education
on the one hand and unrealistic expectations held up for it on the
other. This is confounded by the unfounded faith in the ability of
standardized tests to predict effective teaching by beginners
(Yarger, 1982).




These concerns point to the need for reconceptualizing the nature of the
professional development of teachers. The dominant conceptuaiization which
has informed the induction program described herein includes a broad
four-phase process of teacher education (Howey, Matthes and Zimpher, 1987).
Specifically, these phases include the process of teacher candidate
recruitment and selection, preservice preparation, induction or entry-year
programs, and inservice education. While much has been written about
selection and recruitment, preservice and inservice, this prnject addresses
two aspects related to induction year ptrograms: 1) the need to pfovide
support for professional development in the transition from preservice to
inservice, now identified by the profession as the induction phase, the
entry-year, or the beginning years of teaching, and 2) the need to study
this process.

A Conceptual Design for Entry Year Programs. The explication of a

literature base that documents explicitly the problems of beginning teachers
should in some ways be adequate to justify the need for programs to ease the
entry of beginning teachers into the classroom. It does not, however, stand
for the assessment of local needs. As a consequence, we were interested in
the needs of both teacher mentors and inductees in order to establish the
kinds of service we needed to deliver to both populations. We wanted to
define the activities of our project and add local credibility ia the
evolution of our program agenda, which we thought could be accomplished
through the administration of local needs assessments. As a consequence, we
developed both pre- and post-needs assessments, drawing from the Veenman
(1984) framework, to administer a behaviorally-anchored irating scale

(Appendix A-1) of the needs of teacher mentors and inductees. This kind of



behavioral scale asks teachers to identify both their level of proficiency
in a particular substantive area and the priority they piace on improving
their expertise in this area as opposed to other priorities. The gap
between these two measures allowed us to prioritize the needs of both
beginning teachers and mentor teachers. As a consequence, inductees focused
their interests on knowing more about instructional resources and materials,
classroom discipline strategies, classroom management and organization, and
the need for better guidance and support from teachers, principals and
administrators. Mentor teachers, on the other hand, felt that their skills
needed to be developed in the areas of teaching strategies, conducting
dialogues with inductees, sharing motivational techniques, and then sharing
discipline techniques and guidance and support for lesson planning, time
management and awareness of local school policies and procedures.

Other sources for needs assessment included the completion by mentors
and inductees during the first year of the project of what were referred to
as Critical Event Forms and Conference Report Forms (Appendix A-3).
Generally these instruments were completed at the rate of 10 to 20 per year
per participant. The Critical Event Form asked teachers (inductees and
mentors) to record critical events in their 1ives as beginninu or mentor
teachers and to describe the nature of the judgments gleaned from the
incident or event, and promising next steps in problem resolution. The
Conference Report Forms were completed by both mentors and inductees in
order to document the discussion of problems or concerns of begirning
teachers and the proposed resolution of these problems brought about by
feedback sessions between mentors and inductees. An analysis of over 300 of

these instruments resulted in a series of concerns which the program then
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focused on, including student evaluation, discipline and management of
students, student motivation, staff communication, time management,
individualizing instruction and enhancing self-esteem and student-peer
relationships. These items are documented more fully in the OERI Project
Report (1986). Additionally, at the end of the pilot year we conducted a
series of 45-minute taped interviews with 50 teacher mentors and inductees
and approximately 15 building administrators on the nature of the project
generally. As a result, we received comment régarding the nature of the
planning process for the project, organizational concerns about the
project's instructional sessions, and the delivery of instructional support
necessary at the local district level, all of which allowed us to reorgarize
strategies for the delivery of our program during Years 2 and 3.

As a consequence of the analysis of the literature on follow-up studies
and problems of beginning teachers, the evolution of data from initial needs
assessments and continuing needs assessments throughout the early years of
the project and, finally, the review of the l1iterature on the
professionalization of teachers (since our primary goal was to focus on the
professional development of beginning teachers), we were able to evolve a

central conceptualization for our program. Thus, the guiding image of our

jnduction vear project focuses on the role of inquiry in the

professionalization of teachers. This vision of teaching assumes that

teachers develop over time cognitively, technically and socially. It also
assumes that teachers can and should be reflective about their practice and
can use that reflection to engage in classroom inquiry to improve practice.
These activities have included efforts to personalize the

professionaiization of the beginning teacher. This vision also fosters the
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notion of practice-centered inquiry (Sanders, 1985; Kemmis and McTaggart,
1982) wherein inquiring professionals use inquiry to learn about their own
teaching. As a consequence, much of what we have based our program on,
though described in more depth in a number of other publications (Howey,
1988; Howey and Zimpher, 1987), focuses on the notion of fostering inquiry
and reflection among inductees and mentor teachers.

Governance and Participation. The organizational structures through
which the Ohio State faculty members and participants from the five local
districts are convened in this project can be configured in several
different ways. Generaily these are patterns of communication that have
become well established over the years. As such, superintendents from each
of the 19 districts in the county meet regularly, on a monthly basis, to
discuss issues of general interest to the districts in the county area. In
addition, the five local superintendents of the aforementioned and
participating districts convene on a bi-monthly basis, which provides an
opportunity for them to discuss areas of common concern, and, in this case,
the collaburative induction process. In the same fashion, the presidents of
the local education agencies meet regularly across the county, and this
structure provides yet another way for participants in our project to
discuss aspects of the induction effort.

In addition to these existing structures, new structures were created to
support our project. These structures were guided by the notion of parity;
that is, our mutual interests were always supported by equal representation
from school district administrators, teacher leaders and university
representatives. In the initial two vears of this project, our effort was

governed by a program planning group. This was a subsidiary of the larger
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memtership in the induction project and included an administrative and
teacher association representative from each of the five local d{stricts, as
well as a university representative and staff assistants from Ohio State.
Although this commitie: was not driven necessarily by the regulations of the
OERI grant, called "Using Research to Improve Teacher Education," the group
decided that the principal investigator for that grant could as well be the
Chair of this program planning group. Over three years, and in an effort to
institutionalize the progrém, this group has evolved into a coordinating
council to manage the project, allowing for technical support by a Teacher
Leader Cadre, which will be described later, and the establishment of a
separate steering committee in each of the five local districts. As such,
r.anagement has shifted over the three years from the program planning group,
to the local steering committees, which are coordinated by the designated
body called the Coordinating Council. Faculty meroers at Ohio State, in
turn, have contributed time to the project in various ways, some by
instruction and direct delivery of courses and otherc by more abbreviated
presentations to groups of mentors and/or inductees or by of fering advice on
the research and conceptualization of various aspects of the project.
Perhaps the most intriguing approximation of governance and
participation in this project is the designation of various roles within the
induction project. First, the notion of the inductee or the term "new
teacher" has been broadly applied in this project to indicate three
classifications of teacher: a) those assuming a first-year teaching
assignment, typically immediately following graduation and serving under the
provisional teaching certificate; b) teachers who have had some teaching

experience but who have been on leave from teaching for a number ov years



and who, upon returning to the classroom, may experience some re-entry
problems; and c) teachers who are assuming major new substantive assignments
as a result of recertification and significantly new teaching assignments,
such as teachers new to a district, new to a building, or new to a grade
Tevel or subject a‘ea.

This project has described a mentor teacher as an experienced teacher
who is a master of the craft of teaching and personable in dealing with
other teachers. We have viewed the mentor as an empathetic individual who
understands the needs of the mentorship role. We have taken care to ensire
that the mentor role is not seen as that of an evaluator and that the merntor
has no part in hiring or firing decisions. Truly, the teacher mentor is a
supportive advocate for the beginning teacher. Mentor teachers have been
chosen in one of three ways: 1) by administrators who called upon teach:rs
to serve; 2) by administrators and teacher representatives who have selected
teachers collaboratively; or 3) by direct volunteering of teachers who
wished to participate in the program. Care has heen tacen to match mentors
and inductees with regard to subject and grade level taught, building
assignment, and other common grounds for affiliation. As well, guidelines
for mentor service have been developed including specification of the nature
of support and facilitation, interpersonal support, assistance with
classroom management, planning and teaching concerns, guidelines for time
management, community orientations, materials development, and weekly
sharing and feedback sessions.

A third designation has evolved duriny the course of this project, as
well. This group of personnel is now referred to as the Teacher Leader

Cadre. The Cadre is composed of a number of teachers who served in
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mentoring roles in the first year of the project. At the close of the first
year and early into the second year, represéntatives from the approximately
sixty-five teacher mentors began to discuss the possibilfty of continuing
professional development and service to the induction project, particularly
in some fashion above and beyond the mentoring role. As a consequence, over
a third of the initial mentors reconstituted themselves into a group of
teachers who would assime leadership roles not only for serving as mentors,
as 1n‘some instances they would continue to do, but particularly for
thinking collectively about the neeas of mentor teachers and, ultimately,
the delivery of instruction to mentor teacters. As a consequence, members
of the Teacher Leader Cadre have engaged in year-long training for their own
professional development and now guide much of the activities of local
district initiatives and mentor/inductee relationships, preparation and
instructional development. This evolution of the teacher l2ader, more than
any other activity, has led to a more solid institutionalization of the
induction program in the individual districts. Although county-wide
cooperation among the five local districts is certainly desirable and
coordinated efforts are necessary to support the efforts of small districts
who could not operate an induction program in isolation, the commitment of
these teacher leaders at the local level to work with area administrators
and other teachers in leadership capacities has been the singular impetus
for forming local steering committees for district-wide activity.

A Design for Preparing Teacher Leaders. Because the role of the Teacher

Leader Cadre has been so critical to the continuing development of mentor
and inductee relationships, and to the long-term establishment of individual

district induction programs, we needed to develop a clear and effective



program design for the preparation of these teacher leaders (Zimpher,
1988). The purpose of this section is to present . framework for thinking
about a program of professional development for teacher leaders which has
informed our efforts., It draws on certain knowledge domains and from
empirical and expository literature bases which we believe inform the types
of lea. 'ship roles for teachers described above. Accordingly, we argue
that the totality of teacher development is influenced by and influences the
professional development program for teacher leaders. Teachers preparing
for leadership roles should be knowledgeable about issues with regard to
recruitment and selection of entry year teachers, particularly the
denographic profile of beginning teachers and the incentives or
disincentives which impact on a person's decision to become a teacher.
Furthermore, teacher leaders should understand and be engaged in the design
and development of initial certification programs so that they have a better
understanding of the backgrounds entry year teachers dring to their initial
years of teaching. Certainly teacher leaders are intimately involved in the
induction or initial years of teaching through their roles as teacher
mentors, but finally it is important for teacher leaders to be involved as
well in the continuing development of teachers as professionals,
particularly with regard to organized inservice and staff development
programs at the school level. This makes the case, on the one hand, for
teacher leaders to be knowledgeable and involved in all phases of
professional development.

On the other hand, using this continuum heps make the case that
professional development is an ongoing activity for which teacher leadership

is only one of the multiple phases of teacher development. The professional
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development of teachers should not be fragmented or divided. Certain
aspects of the profess{onal development of teachers, such as preservice
education, should not be the exclusive pufview of universities, with
subsequent responsibility for induction and inservice resting with school
districts. Instead, a more integrated and collaborative view of
professional development needs to be fostered in the minds of teachers
preparing for leadership roles.

The five dom.ins of knowledge which we believe are critical flow from
our view of what teachers need to know in order to be effective teacher
leaders. Although these knowledge domains will be presented categorically,
they are not intended to be mutually exclusive nor hierarchical in levels of
importance. Rather they operate concurrently to inform the totality of a
professional development program for teacher leaders.

Local District Needs

The determination of local needs to be served by teachers in leadership

roles is both an individualized and a generalizable endeavor. The

necessity for identifying particular needs, issues, and concerns of
teachers at a local site is important, particularly for ownership and
spontaniety with regard to program design. As well, indices of local
needs reflected in research findings nave suggested that there are
commonalities in the kinds of needs to be served by leadership programs.

Interpersonal and Adult Development

This domain assumes that critical to the development of teacher leaders

is an understanding of their own interperscnal relationships wich

others, particularly their colleagues, and includes (a) the degree of

psychological and emotional support necessary to sustain leadership
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roles, (b) the relationship of their own influence and power to that of
teacher interns and colleagues whom they may advise, and (c) their
knowledge of stages of adult development hecause working with peers is
essentially an adult phenomenon.

Classroom Processes and School Effectiveness

The bulk «f research on teaching reflects the process/product paradigm
and focuses on academic learning time, student and teacher mediation of
instruction, and stud1e§ of classroom processes from ecological systems
and language communities. There are, as well, a host ¢f disciplines
related to these research agendas which could be informative to teacher
leaders, including the discipline studies of early childnood and
elementary school teaching, writing, composition, reading, mathematics,
natural sciences, the teaching of arts and aesthetics, moral education
and values education, and research on the teaching of social studies.
These knowledge bases constitute domains usefully drawn upon as content
foci for teacher leadership programs.

Instructional Supervision and Observation

A primary goal derived from an interest in classroom observation and
supervision is to allow teacher leaders to become acquainted with a
broad range of classroom observation processes and ways of making
meaning out of classroom life and practices. From this analysis teacher
leaders should be able to create observation systems and apply these
techniques to real classroom situations. Particularly, our intent is to
2quip teacher leaders with a range of frameworks for making irformed
decisions about classroom activity and for becoming classroom observers

ard researchers. We examine various ways of recording and storing
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observations in an attempt to develop a repertoire of strategies for
collecting and analyzing data on aspects of 1ife in classrooms.

A Disposition Toward Inquiry

There are many ways to gather information about one's teaching and
multiple sources that might be tapped. When we seek to acquire sound
information conceirning what is happening, about what others' reactions
and ideas are, we foster a view of teacherc as inquirers. The
activities of teaching, such as planning a lesson, preparing
instructional aciivities, and assessing those activities, all require
such inquiry and reflection-in-action. Consequently we have created for
the professional development of teacher leaders a reflective process
including the documentation of critical teaching and learning events,
keeping logs and diaries, engaging in self-interviews, writing
one-minute papers and dialoguing with peers. These and other activities
of reflection constitute the practice-centered component of professional
development.

Our vision of the inquiring professional also includes the provision of
opportunities for collaborative action research which presupposes a
professional team of investigators, usually composed of teacher
researchers, teacher leaders and university researchers who make
collaborative decisions regarding questions and data collection and
analysis and utilization of study results.

A Year-by-Year Profile. The Fr-nklin County/0SU Induction Project has

been an evolutionary effort. We have evolved .rom focusing on inductees, to
focusing on mentors, to strong teacher leadership notions wherein mentor

graduates have largely been responsible for the development of
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locally-adopted and institutionalized programs. It is possible to look
incrementally at the programmatic dimensions to inform this developmental
process. Briefly, then, we will address the evolution of the program on a
year-by-year basis.

Year One:

During the course of the first year of this project, it was determined,
with the enrollment of 65 inductees and 65 mentor teachers in the program,
that Qe could best deliver instructional and personal support to these dyads
through a series of monthly meetings. As a consequence, we conducted a
preliminary needs assessment and from such created an agenda of eight
district-wide program initiatives on such topics as parent conferencing,
classroom discipline, reflection activities, classroom management
strategies, organizing classroom environments, and motivation techniques.

i Throughout this series of monthly meetings, we had the benefit of national
experts on these topics and we tried to embed in each of these activities
some shared interest in reflectivity and inquiry. Sessions were held for
both mentors and inductees together, such that we had sessions for 120 or
more teachers at any given monthiy meeting. There were opportunities for
large- and small-group interaction and opportunities to complete
assignments, including the kinds of reflectivity activities described
through the Conference Report Forms, Critical Event Forms, logs and diaries,
minute papers asses;1ng feedback from pupils in classrooms, and self-taped
interviews by inductees and mentors (Appendix A-2). Participation in these
sessions and preparation of a notebook including these retiection activities
constituted the general nature of the first year of activity. It was at the

conclusion of this year that we did an analysis of the Critical Event Forms,
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Conference Report Forms and the taped interviews to gain feedback about the
organization of the second year of the project.
Year Two:

During the second year we were advised from the initial year of
operation that the large-group settings were somewhat unmanageable,
difficult to personalize, and were more time-consuming and of less potency
than the dyadic activities between mentors and inductees. As a consequence,
we decided to organize our instructional "intervention" in the early part of
the year, from September through December, and then organize individual
district activities to accommodate their particular interest areas for the
remainder of the year. This began the evolution of the Teacher Leader Cadre
since we wanted mentor leaders to assist in local district activities during
the winter and spring of the year. Consequently, our design during Year 2
included five sessions during the autumn wherein we advised teacher mentors
and inductees about inquiry in the classroom, which culminated in guidelines
for action research projects; and then, a six-month period of local district
activity and the compietion of action research projects. As such, mentor
teachers who were beginning to serve as teacher leaders delivered
instruction to each of the five local cooperating districts on such topics
as Madeline Hunter's Essential Elements of Instruction; the Performance
Learning Systems (Project TEACH and Project PRIDE); and extensions of
Carolyn Evertson's classroom management model (which we had introduced in
the first year of the project) and, as a resource to thé Teacher Leader
Cadre, we invited David a..d Roger Johnson (University of Minnesota) to
assist local districts in using cooperative learning in the classroom. The

year culminated with a national conference on instructional improvement



models, where we invited representatives of the aforementioned models, TESA
(Teacher Expectations aﬁd Student Achievemant Model), and the Reading
Recovery Project to inform nearly 200 teachers about aspects of these
instructional packages so they would be informed consumers of these models
in their local districts. Our inquiry activity culminated in the conduct of
a number of action research projects (Appendix A-3) either by dyads or by
larger groups of teachers in local districts. As a consequence, in May we
had our own mini-conference wherein 20 collaborative action research
projects were reported in conference fashion to the 150 mentors and teachers
involved in the project. One attestation to the impact of our focus on
inquiry and action research velates to subsequent funding opportunities.
Upon the announcement of $5,000 funding grants for individual teacher
research projects in 1987 by OERI, we had two submissions of projects
(Appendix A-4), with five teachers each who worked on these research project
proposals. Although neither of these projects was accepted in the federal
competition one of them has now been funded by the Columbus Foundation for
$20,000 (Appendix A-4). This is the enitame of what our intentions were
with regard to a focus on inquiry and prufessional development among teacher

inductees and mentors.

Year Three:

The culmination of 2 highly successful, more individualized and more
inquiry-oriented year of activity during Year 2 allowed us to think about
the strengths of the individual districts participating in the projec. and
the necessity of institutionalizing such a project. As a consequence, we

reorganized the structure of the induction project and shifted the program



planning responsibilities to newly developed steering committees at the
local district level. Our district-wide and university collaktoration occurs
now only through a Coordinating Council which is organized to advise tle
Tocal districts on implementation of their own induction year projects,
cognizant that the withdrawal of any kind of external financial support
would mean that the individual districts would have to establish their
programs independently. Consequently, we held a summer-long intensive
workshop in July, 1987, to prepare the Teacher Leader Cadre for the
jnitiation of an induction design at each local district level. Members of
the Teacher Leader Cadre also attended Ohio State Department of Education
workshops on entry-year program design and mentor training. As a result, by
September these teacher leaders and their individual districts began to
assist teacher association leaders and administrators in the organization
and establishment of five steering committees to plan local district
induction programs. Teacher Leader Cadre members also continued to provide
services to local district dyads of mentors and inductees. As a consequence
of these responsibilities our intervention has primarily been focused on the
development of instructional leadership capacities for the Teacher Leader
Cadre. It is at the local level now that the program design is delivered,
and our program efforts at the county-wide and university level are fucused
primarily on the continuing professional development of the Teacher Leader
Cadre. We will close the third and final year of the implementation project
knowing that the districts have now.established individual steering
comm’ttees which can deliver their own activities to support the design,

implementation and study of entry-year programs, the selection and
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preparation of mentors, and the continued fostering of an inquiry
pefspective among professionals in the local districts, and the development
of teacher leadership roles.

It s unlikely that any three-year program development initiative could
be well-documented in the space of time allowed for this description.
Nonetheless, it has been our intention to describe the incremental and
evolutionary nature of this project, the integration of what we know about
the problems of beginning teachers and the professional development of
teachers in a cohesive conceptual design, and to document briefly the nature
of activity which helped make this conceptualization a reality. At the
close of this third year, we find that we know & considerable amount about
socializing beginning teachers into the role of classroom teacher. We kncw
even more about the evolutionary nature of teacher leadership. Teachers
once tapped for service are eager to extend themselves into additional
leadership roles. And we have learned a considerable amount about the
domains of knowledge that inform the nature of teacher leadership in
collegial arrangements. We are on the vergé at Ohio State of the evolution
of post-baccalaureate programs, the ‘ntegration of those post-baccalaureate
efforts with local school district initiatives, the emergence of more robust
peer assistance and review programs which will temper our own perspective on
instructional suppert and evaluation, and the implications of state mandates
for the creation of entry-year programs. A1l of these initiatives come
together at an important time in the history of this university-school

collaborative context.



II. Maior Issues, Strategies, and Collaborative Approaches

During Years 1 and 2 of our project, we rfocused our attention on meeting
the following set of goals:

1. to analyze existing research on beginning teachers and induction
programs;

2. to synthesize existing analyses of follow-up studies which have
been conducted in schools, colleges, and departments of education
over the last ten years;

3. to synthesize the syntheses of the research on teacher
effectiveness and classroom processes;

4. to develop ethnographic or action research data collection systems
whereby beginning teachers, active in our project, can
systematically report on the nature of their first year of teaching;

5. to construct classroom observation support systems whereby
beginning teachers can set problems and then engage in data
collection and analysis through a collaborative arrangement with
mentor teachers in their building;

6. to pilot classroom observations and action research procedures; and

7. to develop a viable entry year program to be implemented during
years tow and three of this project.

These goals evolved in our collaborative context as described in the
previous section, and became the majcr issues dealt with in our action
strategies. Ultimately, for purposes of studying both formatively and
summatively the nature of our effort, these goals evolved into a set of
"questions" we sought to answer, through data collection and project
implementation.

As such, we first state a series Jf questions and the data and/or action
strategies whichhelped answer these questions. Next we outline briefly
areas of concern around which we developed a set of specific goal statements
undergirding our project. Here we pose these questions as they emerged in

the planning of Year 3 of the project. Once answered, they reflect the



major issues, strategies and collabr-ative approaches used in the project.
Obviously, not all of the guals (or terrific ideas) we initiaily generated
for the project were realized. To the extent space allows, we have included
a reality view of what we believe was possible to accomplish during the

course of this three--year project.

Questions Which Guided the Implementation and Study of Our Induction Program

1. What is the necessary knowledge base for mentor and teacher leaders

to assist beginning teachers? The five domains previously

identified have provided the grist for our project. Information
has been disseminated through them and data have been gathered from
each activity throughout the school year as reflected in course
syllabi and the products of our workshops reflect these domains.
Teacher Leader Cadre presentations to mentors have been assessed
with a semi-structured instrument to determine the nature of
information dg]ivered about the domains and an informal inventory
using interviews and questionnaires was utilized for participants
to provide feedback on these domains.

2. How is "formal" knowledge transmitted for incorporation by

entry-year teachers? Workshops, courses, required readings, action
research projects, and reflectivity instruments have been used in
the various instructional settings to transmit information.

Teacher Leader Cadre members and mentors de11veréd the content to
the beginning teach.rs. Data have been collected in the form of

research projects, Critical Event and Conference Report Forms, and
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shared through a 1isting of workshops, courses and texts including
their intent and purposes. Inductees have used the learnings to
increase their abilities in becoming inquiring professionals
concerned about classroom practice.

What have participants learned from their professional

preparation? Data have been gathered through semi-structured
mentor and inductee interviews and feedback forms throughout the
year. Respondents were asked to identify what knowledge was
remembered from their preservice training and how that information
has applied to their classrooms.

How do_entry-year teachers experience the process of learning to

teach? Data to answer this question have been collected from
mentor and inductee logs and journals. Insights to answer this

question were also gleaned from mentor and inductee responses using

a fairly systematic process of reflectivity. Participants were

asked to share their reactions to instructional events including a
description of the event and their feelings and attitudes as a
teacher in response to events. The qualitative data from these
sources have been analyzed and categorized by focus questions.

How is teacher leader competence developed? Data have been

gathered to test whether we can train teachers for leadership
responsibilities based upon the five domains of knowledge described
earlier. A pre*est was administered to both a control and
experimental group of practicing teachers aspiring to collegial
leadership roles. Professors Nancy Zimpher and Kenneth Howey, 1in

addition to doctoral candidate Jim Rowley, provided the



intervention training with the experimental group in a class for
preparing teacher leaders. A syllabus of the course is included in
the appendices (Appendix A-5). A post-test on the knowledge base
for teacher leadership was administered at the completion of the
intervention to determine whether our preparation of teachers for
mentoring and other leadership responsibilities impacted on levels
of professional knowledge. We have measured the experimental
group's learning against the control group's. A dissertation
completed from this study provides an assessment of our effort to
prepare teachers for leadership/mentoring roles.

How is the capacity for reflection developed? Data were gathered

from mentors and incuctees using two reflectivity forms: Critical
Event Forms and Conference Report Forms. Critical Event Forms were
completed separately by mentors and inductees. They were analyzed
by the constant comparative method using emerging categories.
Inductees were asked to identify critical events by describing an
event and by drawing conclusions based upon their judgment of the
problem. These were shared with mentors in dyads whereby concerns,
problems, and events were idertified and conclusions stated. The
dyads utilized force~-field analyses to determine forces and factors
impacting on concerns stated in the Critical Event Forms. These,
too, were analyzed using the constant comparative method.

What are promising alternatives for supervision, mentoring, and

apprenticeship? Our project as a whole directly focused upon this
question. We documented a process which we felt was an alternative

method for supervising and mentoring beginning teachers as opposed
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to past practice of offering beginning teacher inauequate
assistance. We have assessed the impact of our effort upon a
specific population of teachers. We also utilized knowledge
inventories to gather data on inductee and mentor perceptions of
their progress and to compare their perceptions of the program.

Via self-interviews, using audio-tapes, instructors provided
qualitative information concerning the approaches presented in this
project and their potential as a model for staff development.

How_does meaningful collaboration occur both within_the university

nd_petween the university and the school district? The minutes

from the governance board meetings (Appendix A-6) have provided
data for an analysis of major problems and obstacles presented to
the collaborative groups. Additionally, these minutes substantiate
the characteristics of individual school and university
involvement. During interviews with the project director and
project participants, the characteristics of a collaborative
arrangement have been identified and categorized.

How do existing features and processes of a school or university .

change to accommodate innovative entry-year programs? Data

collection for this question has drawn upon several procedures--the
project director's description, journals and logs kept by
participants, and semi-structured participant interviews conducted
at the end of each year. The data reflect a cross-section of
viewpoints represented by the various participsant groups. The
data-collection occurred often enough that key decisions,
developments and participant response cycles were able to guide our

collaborative process.



10. What are ways to provide incentives for teacher leaders'

participation in the project? We have sought ways to provide
incentives for teachers involved 1n»the Cadre. We have found it
helpful to use stipends (Appendix A-7) issued to Cadre members for
completion of particular project-related activities and course
assignments (Appendix A-8) to provide a focus for the developmenc¢
of skill in reflectivity and creative decision making., In
addition, we have provided monies for release time for Cadre
members to attend conferences at the local, state and national

level.

Goal Statements Undergirding the Project

Beyond the statement of specific questions we scught to answer, we also
formed a set of priorities or specific goal statements which served as
"specifications" for the project. These goal statements have been
explicated in our “Practice Profile," provided in Part C of this report. As
such, the Practice Profile depicts attainment at three levels:
"unacceptable," "acceptable," and "ideal." Ii was our main goal to meet
each of these subgoals at the ideal level. At the very least, we wanted to
be able to describe our project with enough specificity that interested
others could trace our steps. This is the role, then, served by the
Practice Profile. Major topics dealt with in this profile are displayed

be” ow:



A. Organizing and Maintaining Partnerships

1. Planning by establishing appropriate governance structures

2. Program development: conduct of training workshops and
leadership courses

3. A variety of personnel have various roles and tasks for
implementation

4. Institutionalization of an entry-year program for beginning
teachers

5. University and school-based collaboration

B. Instructional Content

Forms of knowledge

Course content

Design and use of instructicnal materials
Progression of content development at various levels

P AN ]

C. Instructional Process
1. Developing inquiring professionals through reflectivity
2. The Teacher Leader Cadre becomes a new role for classroom
teachers
I11. Major Outcomes
Given all of fhe goals, questions and issues raised in the preceding
section of this report (section A-II), we have organized the analysis of
majof outcomes into a series of outcome questions. These questions are
divided into "Project Outcomes" and "Imb]ementat1on Outcomes" and represent
a refinement of questions previously stated in Section II above. The
methods and/or strategies which form the response to these questions as well
as the findings or implications of these efforts are described in depth in
Part B of this report, the "Program Assessment Report."
A. Project Outcomes (Findings)
1. Is training mentors toward more effective classroom management
behaviors to provide assistance to inductees as effective as

intervening with inductees directly?
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2. Do mentor teachers, inductees, and administrator/teacher
leaders hold the same perceptions of what leadership
characteristics mentors should possess to be effective in
their roles?

3. What is the nature of curriculum decision-making in the
classrooms of entry-year teachers?

4. Do programs which are designed to prepare mentor teachers for
leadership roles positively effect their professional
knowledge capabilities?

5, Is it possible to differentiate and measure mentor teacher
attitudes toward conceptions of teaching competence?

6. What are the concerns of beginning teachers and mentor
teachers as measured behaviorally with a BARS assessment?

7. lwhen guided toward methods of becoming reflective
practitioners, what is the substance of both mentor and
inductee reflective capabilities?"

8. What is the nature of mentor and inductee conferencing
capabilities which allow them to discuss mutuai and highly
individualized concerns about specific topics?

9. Can mentor and inductee teachers be prrepared to execute
multi-focused action research projects? What is the nature of
such projects?

10. Are teacher leaders able to acquire reflective capabilities

whereby they can differentiate their leadership experiences.
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B. Project Implementation (Instructional Processes and/or

Organizational Concerns)

]0

]00

What is the process for the institutionalization of a
beginning teacher assistance.program in the participating
districts?

what is the design and delivery of a mentor training program?
How do you create and provide ongoing support for a Teacher
Leader Cadre?

What are the designations of roles and responsibilities for
mentor teachers and teacher leaders?

What is the designation of a definition of a "new teacher?"
How are designed and conducted comprehensive needs assessments
for beginning and mentor teachers?

what are the guidelines for developing and éonducting action
research projects part of an entry-year prograh?

Can we design a manual or guidebook to assist mentor teachers
in their work with beginning teachers?

Can we design and implement a doctoral level program in
professional develupment at The Ohio State University to
prepare teachers for advanced leadership opportunities.

Can we design and implement a reflectivity packet to ercourage

a disposition coward inquiry and reflection among teachers?

C. A Brief Summary of "Outcome" Results

In Part B of this report, called the Program Assessment Report, we

describe each of the above outcomes in depth. For the "Project Outcome"
“.

questions, each is followed by a description of the sample used for
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studying the question, as well as the method, instrumentation, results
and/or findings, discussion of results and implications for improved
teacher education. Thus c¢laims made about our project in this case go
beyond the attestations of the program design to build a more empirical
base for the nature, design, and impact of the project.

Generally these findings relate to broader issues: a) What are the
concerns of the beginning teichers in this project and do they coincide
with findings generated in the extant literature vis-a-vis problems of
beginning teachers? Further can we intervene and assist first year
teachers in their repeatedlv identified concern about classroom
management? And, what is the nature of the beginning teacher's
curriculum practice? b) Given the guiding image of ocur program of
preparing inquiring professionals, what are indices that such abilities
were acquired by our project participants? c) As the Teacher Leader
Cadre emerged, how was the notion of leadership differentiated; how were
teachers prepared for leadershi»s roles and was this preparation
effective; and can members of the Cadre be reflective about their
leadership capacities? and d) Given the totality of Cadre members'
experience and training, can they differentiate their own attitude
toward teaching competence?

Naturally, these are not the only researchable questions we could
have, or even should have, asked. Given our resource base, however,
they exceed whatever we might have viewed as our capacity to study this
project initially., This is due largely to the commitwent and energies
of a host of doctora! students who became involved in the project. Thus

four of the studies stated above take the form of doctoral



dissertations. This suggests as well that very brief comments noted
below, and even the more extensive comments in Part B, do not begin to
cover the degree of analysis we actually have available. Still each of
these interest areas clustered above will be dealt with summarily in
this section.

With regard to the concerns of beginning teachers, we have
referenced several times the use of a behaviorally anchored rating scale
to set priorities and identify locally a set of concerns previously
identified by Veenman (1984). Since as one of the top concerns
identified was acquiring skill in classroom management, we then
proceeded to design a true experimental study (Stallion, 1987) to assess
the impact of classroom management on inductees and dyads of mentors and
inductees. Beyond gaining considerable clarity on how these skills are
acquired, we also were able to détermine that instruction through
mentors to inductees was as effective as direct instruction by our
leadership team to inductees. Further, we monitored in a highly
quantitative fashion the acquisition and application of curriculum
decision making by two beginning teachers (Weisz, 1988), and thus
determined levels of these curriculum abilities, producing a tentative
schemata for the types of curricula used in the classrooms of beginning
teachers.

Much of our study focused, as well on the mentors', inductees' and
Teacher Leader Cadres' ability to acquire reflective or inquiry-oriented
capacities with regard to teaching and learning, and schooling. Two
primary vehicles for reflective capacity were Critical Event Forms and

Conference Report Forms upon which teachers recorded their reflections.



Inquiry was also fostered through the conduct of six-month long action
research projects. From these instruments we were able to describe
systematically the reflective thoughts of our participants, analyzed
ir-depth in Part B of this report, and also how these teachers "came to
reflect" on practice. Thus we are confident that our teachers did
acquire reflective capacities, across a range of informative and clearly
focused issues and concerns.

Perhaps our most significant initiative was in the preparation of a
Teacher Leader Cadre, composed of teachers who had previously served in
our project as teacher mentors. We "eased" into this focus by initially
studying perceptions of leadership (Gordon, 1986) from the perspective
of teacher leaders, inductees, mentors, and principals. We found that
to a great extent we could differentiate the perceptions of these
respondents regarding the concept of leadership. Next we organized a
group of twenty-five aspiring teacher leaders and ultimately designed a
five-domain preparation program to prepare them for their leadership
role. We then designed a quasi-experimental study (Rowley, in press) to
ascertain the effect on trained and untrained aspiring teacher leaders
with regard to their acquisition of knowledge about professional
developuient; wherein we found significant differences between the
contrel and experimental groups in knowledge acquisition. Ultimately we
asked the Cadre to be reflective about their leadership experience; and
the results of this inventory are also shared in Part § of this report.

Finally, we spent a considevable amount of time talking, thinking
and studying about different conceptions of teaching competence (Zimpher

and Howey, 1986). As such we administered to several populations of



teachers (including those aspiring to leadership positions) an
instrument asking them to share their perceptions of teacher competence
(Rowley, in press). Clusters of reactions to competence as technical,
clinical, personal and/or critical are documented in Part B of this
report. We learned that it was helpful to be clear about our
conceptions of competence, particularly as mentors and teacher leaders
provide guiding images of teacher competence in the process of observing
and giving feedback about classroom practice.

With regard to the "Implementation Outcome" questions most aspects
of the outcomes have been discussed to some degree in the text above.
In Part B of this report, we emphasize ten of these outcomes, and offer
a brief description of the "results" of these efforts. These are less
in the nature of empirical findings and more toward artifacts or
products of'our project. Like the project outcome questions, these
implementation outcomes cluster categorically, as follows: a) whét ére
those project dimensions that constitute replicable program designs? b)
How were roles d2cignated in the program design? and c) What
instruments and matei'ials were developed that could be disseminated for
use in other entry year and/or professional development programs? Again
each of these clusters of questions is more adequately defined in the
Program Assessment Report. Here we briefly describe the essence of
these "products."

With regard to pro,ram designs, three have evolved. We believe
that we have created an entry-year program design that may be used or
adapted in other school-university collaborative setting. The design

has specific conceptua. program elements (or course descriptions), a



conceptual framework (as explicated throughout this report), role
assignments (for mentors, inductees and teacher leaders), governance
structures (for program planning and delivery), protocol materials (for
use in fostering program themes), and ways of assessing and studying the
program. A1l of these artifacts are available and most are shown in the
appendices. A program within a program is the model design we created
for the preparation of teacher leaders (Zimpher, 1988). In an
evolutionary manner both of these "programs" led to yet another
iteration which is the newly designed doctoral level area of emphasis in
professional development now offered at Ohio State.

Designations of role break new ground in both specificity and
uniqueness of assignment. Although many construals of the "mentor" are
replete in the literature (Zimpher and Rieger, 1988) we chose to focus
on the role of mentor as an instructional support assistant. Our
definition of a new teacher is more multi-faceted than other such
designations noted in the 1iterature. And the concept of a Teacher
Leader Cadre is, to our knowledge, a unique role description.

Artifacts that hold potential for adoption in other programs
include our "Beginning Teachers Needs Assessment" (Stallion, 1986); "a
set of guidelines for action research" (Howey, 1987) which gave form to
our teacher-researcher mode; a manual developed to support our
mentor/teacher leader professional development program which we refer to
as a "guidebook" (Rowley, 1988); and a "reflectivity packet" which we
have employed to fester an inquiry-oriented perspective on practice for

participants in our program (Zimpher, 1987).
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Iv. Implications for Others

Later in this report (in Section VI) we will speak to lessons learned
during the course of this project. Those observations, the reader may find,
will be somewhat speculative and philosophical. 1In contfast. the
implications drawn here are those we feel more narrowly reflect the specific
outcome questions posed in the project and the subsequent ahswers which were
derived from the data analysis and the products.

Beginning with a consideration of implications from the findings related
to "project outcomes," several views emerge. First, the process of
assessing needs was done largely to build ownership in the project. To
1imit or in some smal)l way to control the scope of an induction program we
thought we could effectively deliver, and because of the maturity of the
extant 1iterature on the problems of beginning teachers, we decided to base
our needs assessment instrument on a comprehensive literature review by
Veenman (1984). That may have been an early tactical limitation of our
effort, but it did help us focus our activities based on a realistic
assessment of what we could deliver,

When the results of the assessment were inade public it was easy for the
participants to see the relationship between what they selected and what was
ultimately delivered in the program. Also, the results allowed us to use as
a major focus of cur study, the acquisition of skills in classroor
management, which was a major priority of most respondents.

The delivery of classroom management training was quite deliberately
organized. First we invited Carolyn Evertson (Evertson, et al., 1964) to
work with our project participants, then we sent a staff member to

Vanderbilt University to receive further training and advice on the conduct
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of a study on this topic. The study which emerged resulted in more clarity
on our part in delivering instruction in this area and also helped us focus
more on preparing mentors as the "teachers" of inductees. The nature of the
study (Stallion, 1987) was extensive and relatively unique in design, since
true experimental studies are difficult to effect. The dissertation that
cnerged was selected by the Association of Teacher Ed:.cators for its
Distinguished Dissertation Award for 1988.

With regard to the notion of leadership, several of our studies related
to describing, defining and reflecting on this concept. For definitional
and conceptual clarity we relied on Stogdill's (1974) work to guide a study
of the perspective of participants on leadership (Gordon, 1987).
Specifically we focused on different construals of mentors as leaders, and
found our participants by category haq very diverse views on what
constitutes mentor leadership in our training efforts, particularly relying
on the notion of situational leadership from Hershey and Blanchard (1971) to
help understand the consequences of new roles for teachers in
leadership/mentoring positions.

Our focus on leaders evolved as interest grew in the project for
creating new leadership roles. When mentor tz2achers requested more
significant responsibility for assisting mentor/inductee dyads, we felt a
preparation prograin would be vital to their success. After two years of
experience, we began to see more clearly the patterns of our own thoughts.
These patterns helped us form "domains" of leadership training. We then
were able to test the impact of the instructional domains on the acquired
knowledge base of teacher leaders. The framework of domains (Zimpher, 1988)

was the basis of a knowledge inventory (Rowley, in press) used to assess



professional competence. Relatedly, we also were able to describe the
dispositions or attitudes of teacher leaders about teacher competence
(Zimpher and Howey, 1987 and Rowley, in press). Thus we can say with more
definition that the "curriculum" of our leadership training effort has both
a theoretical base and an emp1r1ca11y—tested impact on teacher leader
knowledge of professional development.'

Of all the concepts we developed and studied in this project, perhaps
the reflectivity perspective held the most gripping interest. We were
informad by antecedent werk by Dewey (1904), Zeichner & Liston, (1987, and
Schon (1983) as we thought abou. what it ineant to use reflectivity to
prepare inquiring professionals. The literature on action research helped
greatly. Together, these bases gave as the impetus we needed to reflect
profusely on the events of the project. Thus we had 1iterally hundreds of
reflective artifacts or data elements which we have poured over during the
past three ye2ars. Thus, we have tentative but enthusiastic resolve, as
follows: a) teachers did acquire reflective capacities; b) the content of
these reflective profiles gave formative advice on directions for
improvement and summative feedback on the efficacy of our efforts; and c}
incremental ausociation with reflection led us to more significant action
research in the practice of inquiry in the classroom.

Shifting now to the implication drawn from "implementation outcomes," a
number of ideas come to mind. First, we believe the program designs we
created at multiple levels have as attributes the classic dimensions of
curriculum design. We were constantly aware of issues related to scope and
sequence, breadth and depth, and the job-embedded nature of our staff

development efforts (Howey, Matthes, and Zimpher, 1987). We hope that these



elements are apparent in our program description, because they surely guided
our curriculum planning. Relatedly, we created programs at multiple levels,
and all of the program efforts seemed to interact. For instance, meeting
the needs of beginning teachers is related to the nature of preservice
programs, and is linked as well to the kind of professional development
provided for teachers who serve in mentoring roles for beginning teachers.
The curriculum provided for teacher leaders is 1inked to all preceding
curricula noted. Thus the continuing professional development of teachers
at all levels is inextricably linked. This is a major understanding we
believr evolved during this project.

Other more pratical implications of our work eminate from two widely
used ardages: 1) "necessity is the mother of invention;" and 2) “form
follows function." With regard to "necessity," we made a tactical decision
early on to broaden the definition of the new teacher from including only{
newly certified and inexperienced teachers to those experiencing "newness"
at multiple levels. We did so initally to attract a broad volunteer base of
teachers. Ultimately we had our critical mass; sixty-five mentor-inductee
dyads during the first year of our project. We later learned, through
confirmation by participants, that there are multiple levels of trauma
associated with newness at all levels of practice. This was a practical but
important discovery.

With regard to "form and function," rarely did extant materials exist
that precisely or even loosely fit our project needs. Thus much of our
development effort was focused on creating new and useful materials (e.g.,
course syllabi, guidebook materials, reflectivity instruments, and action

research guidelines), which we designed once we were clear about the
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direction of the program. Thus the potential usefulness of these materials
for others probably has to do with the goals the materials they seek to
serve. For us, thus the conceptualization of our program weighed heavily on
the usefulness of what we designed in terms of materials and instruments.
These constjtute the implications for others drawn from both the
developmental and'research aspects of this project. Much more occurred than
we can ever share; but hopefully these brief descriptions will be helpful to

others.

V. Institutionalization Features of the Project

One of our major goals was to assist districts in the establishment of
independent entry-year programs in some form of operation by June 30, 1988
(Appendix A-9). Below are progress reports at each of the five sites:

A. Canal Winchester Local Schools

The entry-year progkam in Canal Winchester is defined as a program of
support provided to meet the unique needs of an individual in the first year
 of employment. An inductee is any certified person new to the district and
a mentor is a person assigned to provide profess1oﬁa1 support to an
individual in the first year of employment.

The purpose of the entry-year program is to provide the highest quality
of instruction possiblie for students. An induction program is seen as a
method for fulfilling this purpose by proviaing each new staff member with a
support system including experiencnd support teachers, administrators, and
other personnel. The entry-year program is designed to ensure an orderly,

successful first year for professionals new to the district.
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The Canal Winchester plan includes a rationale and a 1ist of goals and
objectives. The roles and responsibilities of superintendent, building
principal, LEA president, Teacher Leader Cadre members, mentors, inductees,
and steering committee are clearly outlined. Mentor selection criteria
include a willingness to serve and participate in the program and
preferrably at least three years teaching experience, one of which should be
in the building where the inductee is located. The selection process
provides the opportunity for any experienced teacher in the district to
volunteer for the role, but ultimately the steering committee is responsible
for the final selection of mentor teachers and their assignment to inductees
based upon specified needs.

Provisions are made for mentors to be trained for their role through
professional development activities and they will receive approp-iate
~ recognition which includes release time, if needeq. and course credit or
other ¢redit options such as CEUs. Professional development activities for
entry-year teachers are outlined, including mentor-inductee meetings. An
avaluation process is included for two purposes: a) to enable the stesring
committee to determine the progress it has ma“e through the assistance
program, and b) to determine those revisions which may need to be made for
the following year. A needs assessment will be adminiétered to new
teachers, which will be utilized as mentors and inductees work together
throughout the school 'year.

B. Hamilion Local Schools

The goal of the Hamilton Local School District Induction Program is to
provide the inductee with support and professional growth in a collegial

atmosphere. A local steering committee is established for the purpose of



selecting and evaluating mentors, providing guideiines for the program,
identifying needs of inductees and mentors, and providing professional
development opportunities for mentors and inductees, Membership of the
committee includes the superintendent, building priacipals, LEA president,
Teacher Leader Cadre members, and five teacher representatives.

The roles and responsibilities of the superintendent, building
principals, LEA president, Cadre members, mentors and inductees are clearly
defined. Teachers serving their first year under the provisional
certificate and those with less than three years experience who are new to
the district are required to participate in the program as inductees.
Criteria for mentor selection is clearly defined, as well as the mentor
selection process. Ultimately, the steering committee selects mentors and
matches them with inductees.

Criteria and selection for membershp {n the Teacher Leader Cadre are
exblicated in the document. 1In addition, the policy includes an evaluation
process to be conducted yearly by the steering committee to assess the'
progress of the program. Rewards and incentives include release time for
both mentor and inductee if néeded.

Professional development activities for both mentors and inductees are
listed in the document. Mentor and inductee meetings are established élong
with a timeline for implementation and the Teacher lLeader Cadre will assume
the central responsibility for the training of mentors.

C. Plain Local Schools

Plain Local Schools visualizes its goal as providing the highest quality
of instruction possible for students. Toward this goal, the district has

assumed the responsibility for the creation of a continuous Staff
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Development Program, beginning with an entry-year program for new teachers.
The program is designed to provide each new staff member with a support
system which includes the assistance of experienced teachers,
administrators, and county personnel and is not to be used for the purposes
of evaluating new teachers for contractual renewal.

A Staff Development Advisory Council has been established which includes
the following personnel: one administrator, one board member, three
building representatives, and Teacher Leader Cadre members. This advisory
council has the responsibility to direct the staff development plan f~r the
district, establish time frames, provide the resources for the plan and
create, support, and evaluate the entry-year program.

The roles and responsibilities of mentors and inductees are identified
in the document. The Staff Development Advisory Council (SDAC) ultimately
selects the mentors based upon ;ertain criteria including five years
teaching experience, demonstrated good teaching skills, participation in
continuing education/inservice, and a willingness to be trained. Mentors
are evaluated at the end of the year and release time and monetary
- reimbursement are listed as some of the rewards and incentives for
participating.

Teachers new to the district and long-term substitutes are considered
new teachers and are required to participate in the entry-year program. Any
teacher interested in participating may do so on a. optional basis. Some of
the rewards and incentives for inductees include fulfillment of job
requirements and release time.

Mentors are trained by Teacher Leader Cadre members in the five

knowledge bases identified through the Franklin County/0SU Induction
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Project. Inductees are expected to attend various- inservice meetings and to
observe and be observed by mentors.

D. Groveport Madison Local School District

The purpose of the Groveport Madison Induction Program is to provide the
inductee with support and professional growth in a collfgial atmosphere.

The Groveport Madison Induction Courcil has been developed as the governance
structure to oversee the induction program. The council members 1nclﬁde the
superintendent, the director of Curriculum and Instruction, an elementary,
middle and high school principal, the LEA president, the chairperson of the
Professional Growth Committee, and a Teacher Leader Cadre member from the
elementary, middle, and high schools. This council has the responsibility
to select and assign mentors, design and evaluate the program, and provide
communication between the representative groups.

The criteria for‘mentors and their role in the program are clearly
defined. Mentors are required to have at least three years teaching
experience, a good working relatior o with peerg. competence in
1nstruct10n. and display a positive attitude toward the program specifically
and professional development activities in general. Inductees are defined
as teachers new to the district, whether this is their first assignment
under the provisional certificate or whether they have changed districts,
grade levels, and/or buildings.

The Teacher Leader Cadre is expected to plan the instructional program
for mentors utilizing needs assessment instruments. The Cadre will deliver
the instructional program to mentors and periodically assess the success of
the program through mentor and inductee surveys and questionnaires. The
Cedre will provide profescional development opportunities to mentors in

cooperation with university instructors.
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Mentors, inductees, and Cadre members will receive support in a number
of ways. They will be provided release time to attend to their duties.
Some will receive course credit, fee waivers, and opportunities to attend
conferences and other professionai development activities. A1l will receive
recognition throqgh a variety of means which they so greatly deserve for
their endeavors 1n'th15 project.

E. Dublin Local Schools

The Dublin Local Schools Entry-Year Program has as its primary purpose
the continuation and enhancement of instructional excellence for the
students of the district. For the Dublin Schools, such a philosophy
contends that success breeds success and that helping entry-year
professionals to have a successful entry-year establishes the basis for
career-long success and the continued enhancement of instruction. The
intent of this district's entry-year plan is to help teachers mo§e beyond
issues of personal survival to a focus on instructional excellence.

The plan includes a 1ist of five program goals, which include:

1. Understanding work assignments and task responsibilities

2. Clarifying expectations held by the employiﬁg district

3. Overcoming feelings of isolation

4. Acquiring new behaviors necessary to perform effectively

5. Utilizing instructional resources and materials

Inductees have been defined in one of the three following ways:
entry-year teachers with less than one year of teaching experience,
experienced teachers new to the Dublin Local Schools with one or more years
of teaching experience, or a teacher teaching a new subject, at a new grade

level, in a new area of specialization, in a new buildina, or returning to
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teaching after an extended leave of absence. Inductees are required to meet
with their mentor as needed, attend scheduled district and building-level
meetings, and complete required documentation.

Experienced teachers wishing to serve as mentors must have at least one
year of experience in the Dublin Local Scnools, preferrably at the same
grade level, area of specialization, or subject area as the inductee.
Mentors and inductees are to be in the same building. Also mentors are to
display a willingness to serve and to continue learning and to demonstrate a
positive attitude toward the teaching profession. They must act as advisors
and resource persons for inductees, contact inductces as soon as possible
after employment, attend scheduled district building-level meetings,
complete required documentation and act as role models for the inductees in
all aspects of professionalism. The mentor is seen as a support for the
Hnductee and s not intended to serve in an evaluative capacity.

The Dublin program is organized according to three distinct areas: an
individualized mentor/inducteé pragram, a building-level program, and a
district-wide program. The individualized mentor/inductee program
facilitates implementation of the Entry-Year Program by providing informal
contact for the mentor and inductee. The building-level program facilitates
implementation of the Entry-?ear program philosophy and goals by planning
and sponsoring building-~level activities for mentors and inductees. The
district-wide program facilitaties implementation of the Entry-Year Program
philosophy and goals by planning and sponsoring district-wide activities for

mentors and inductees.
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VI. Qverall Strengths and Weaknesses and "Lessons Learned"

What follows are highly reflective and personalized constructions of

lessons learned from our experience in this three-year initiative.

1. The nature of governance, collaboration, and participation in such
a project is critical to the project's success. We have based our
activities on a notion of parity that suggests that whenever people
are gathered in the name of these projects they will, by necessity,
be representative of the administrative leadership of a school
district, the teacher leadership of a school district, including
significant representatives of teacher union/association
affiliates, and the university faculty. We stand on the notion of
parity as a bedrock component of our collaborative effort. Without
such an insistence on parity, we are confident we would not have
seen the ‘evolution of teacher leaders in this project.

‘2. The issue of resources is haunting, repetitive and often
problematic. The districts involved in this project are rather
small in size (save for one) are of limited resources, in some
instances have suffered a reduction in force during the three years
of our operation, and rarely have had the kind of funds necessary
to support mentors and teacher leaders. The basic kind of support
typically offered by a school district, although it changed from
year to year, was to capture some release funds so that mentor
teachers and inductees could periodically leave their classrooms to
work together. On occasion, as well, several of the districts
afforded support for travel, so that many of our members could make

presentations at national, regional and state meetings to
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. disseminate 1hformation about the project. Facilities provided for
our efforts were always less than optimal--we met in every
cafeteria in the five local districts. Often, they were noisy and
vacuous; the seating arrangements were often benches and tables.

We longed for civility and the kinds of comforts that are available
in other sectors when people are brought together for professional
development. As well, the notion of release time at the university
is often a euphemism for capturing resources in otherwise
constrained financial times. It rarely means that faculty members
are truly released from other obligations to participate in such
projects. It is rather an add-on, in-load kind of opportunity.

One justifies these activities because they foster not only an
interest in program development but certainly lines of inquiry such
that the research efforts attached to this project are critical to
balance the lack of resources necessary to sustain such a project.
For teachers in districts where teachers are released and given
stipends, which are usually major metropolitan districts, there is
a great tension between those teachers and the teachers in these
local districts who were not released, who were not working for
stipends but rather were sort of absorbing these activities in
their main load. For this these teachers received a considerable
amount of harrassment from teachers in larger districts where such
stipends were available.

We were able to use extant literature (which is largely of an
empirical nature) on the problems of beginning teachers to design

our induction program. At this point in time, we have several



decades of study on beginning teachers. Thus induction is not
really a new idea--it began many, many years ago. So, we have
recycled literature from the 60s and the 70s and, of course, recent
studies in the 80s to inform our project. We do believe that the
knowledge base is mature enough to inform the nature of our
programs. That is not to say that we did not use needs assessments
to insure local ownership, but they were built largely on an extant
knowlerdge base.

We want to underscore the developmental nature of this project.
Collaboration and planning for such an event is usually an
after-school, after-hours, over-weekends, over-vacation kind of an
endeavor. People tire. People overextend themselves. The best
and most hardworking teachers and university faculty were exactly
the same‘peoﬁ]e who contributed to these projects. At times, we
would hear ourselves saying "if we can get this developed then we
can put it in pliace and we won't have to kéep developing." On the
contrary, what has made this project so powerful and so spontaneous
{s that it has been continually in a developmental or pilot mode.
People made contributions and could see the net effect of their
contributions as program aspects changed.- Our best advice is that
people learn to cycle in and out of such projects so as not to burn
out or overextend themselves, but take time in and time off.

Pecple have often suggested that in such developmental projects you
need the right people involved. It is hard to know who the right
people are, but certainly they are people who can acknowledge the

power of research and a knowledge base but can, as well,
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acknowledge the power of the individuals involved in the project.
Certainly people involved in developmental'collaborative efforts
have to be patient, adaptable, extremely energetic and
enthusiastic, knowledgeable, and, for the most part, "can do"
people. This means that timelines are short, deliverv is almost
impossible, but the project nust move and people in the project
must be committed to that movement. We credit the vision of a
number of people in the local districts who know intuitively that
this kind of collaboration will make staff development better in
their districts, and those people in the university who will make
themselves available to help create these developmental structures.
We have been truly impressed with the initiative taken by teachers
who have served in mentoring roles to extend their own professional
development through the creation of a Teacher Leader Cadre. This
idea, spawned by one of the assistant superintendents in the county
office, was quickly embraced by a number of teachers who were
Tooking for more fulfiliment, and who avidly sought and sustained
leadership roles in this project throughout the course of the
second and third years. It has caused our focus on the nature of
teacher leadership to develop to such a state where we have been
able to think more creatively about the knowledge that informs
teacher leadership.

We knew from the beginning of this collaborative project that
ultimately, if we wanted the project to survive, we must work on
institutionalization. Many of the same actors who contributed to

this project contributed years before to a federal teacher center.



It had many of the same attrioutes, optimism and energy, but it
died when the federal funding died. Our effort for the last three
years has been to find ways to integrate and mainstream this
activity into the ongoing 1ife of the local school districts. We
hope we have achieved this by local steering committees, by
empowering teachers in leadership roles, by providing models of
good program development that could be fostered in local

districts. Only time will tell.

We have been pernetually interested in the notion of assessment and
evaluation and of research to study this intervention. We have
been effective in establishing multiple modes of assessment for
informing program development and also for assessing the impact of
our program activities. We have been more qualitative than
quantitative; our diagnosis is largely of open-ended forms, of
interviews, of logs apd diaries and also the assessment of products
such as the delivery of 20 action research projects at the end of
the second year of the project. If we could turn back the hands of
time, we probably would set up better and more effective
pre-measures so that aow we would know a little more about the
nature of our 1ntervéntion. Our only rationalization for this
problem is that putting a project in place developmentally leaves
1ittle time to think creatively about measuring its impact. We
could use--all of us--more help in this area.

We began our conceptualization of this project by embedding it in a
continuum of professicndl development that expands teacher

recruitment and selection, teacher preservice education, induction
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and inservice. We believe that induction is part of the whole
cloth of staff develdpment and inservice education; we believe it
can be more thoughtfully construed and delivered; we think there
are certain aspects of staff development that need to be in place
in districts such as governance and resources, and a few of the
items mentioned above; and we believe there are alternative program
models and formats for the delivery of staff development. Someday
it is 1ikely that the notion of induction will fade from the
landscape of staff development. As a matter of fact, the link
between preservice and inservice hopefully will be melded so that
the lines are more and more blurred, so that we do not continue to
segment various sequences in the career development of teachers,
but rather make it a blend--a blend of enablement, a blend of
inquiry and reflection, and a blend of personal/professional
development. This has been the primary aim of our project, and one
that is still in the process of becoming.

Clearly there are other lessons which we could share, but we believe these

have possibilities for impacting upon professional practice and policy in

program planning and development, implementation, assessment and program

revision, curriculum content, processes, and university-school collaboration.

VII. Products and Dissemination Activities

The following section details those products and dissemination
activities completed throughcut the three years of this induction project.
University faculty, staff, and local school districts' administrators and

teachers have participated in these endeavors.
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Dr. Zimpher and Or. Howey plan to continue to write for publication tne
compelling features of our project. In addition, they forsee continued |
training sessions not only for mentors but for teacher leaders as this
concept gains strength throughout teacher education programs. Other staff
members who have worked with this project are interested in expanding and
detailing the results of the reflectivity instruments for publication and
presentations at national and local conferences. In the more recent future,
Ors. Zimpher and Howey have submitted proposals to AERA, AACTE, and ATE for
presentations regarding our project and are awaiting their acceptance.

There were more data collected throughout the three years of this
program than we could possibly analyze for this report. Therefore, we plan
to continue our efforts in data analysis and synthesis and report our
results in journals and at conferences.

Due to the length of this section, we believe it would be impractical to
include a copy of each paper, article, syllabus, and other materials. We
also content that this section provides supportive evidence of both our
dedication to and our belief in disseminating information not only regarding
entry-year programs, but mentoring, teacher leadership, and the development

of inquiritg professionals.

Books and Monographs; Chapters in Books

Cinnamond, J., & Zimpher, N. (in press). Reflectivity as a function of
comnunity. In R. T. C'ift, W. R. Houston, M. Pugich (Eds.), Encouraging
reflective practice: An examination of issues and exemplars. New York:
Teachers College Press.

Zimpher, N. (in press). Beginning teachers, wentors and teacher leaders:
A case of evolving professionalism. In J. Vaughan (Ed.), Using research
to improve teacher education. Washington, DC: Office of Educational
Research and Improvement.




Zimpher, N., & Howey, K. (1987). The role of higher education in the
initial year of teaching programs. In G. Griffin and S. Millies (Eds.),
The first vears of teaching: Backqround papers and a proposal.
Springfield, IL: 1I1linois State Board of Education.

Journal Articles:

Howey, K. R. (1988). Why teacher leadership? Journal of Teacher Education,
39(1), 28-31.

Howey, K.R. (Summer, 1988). Mentor-teachers as inquiring professionals.
Theory Into Practice, 27(3), 209-213. :

Howey, K., & Zimpher, N. (in press). Preservice teacher educators' role in
programs for beginning teachers. Elementary School Journal.

Rieger, S. (1987). The concerns of beginning teachers identified through
reflection. Council of Graduate Students Research and Scholarly
Activities Forum Proceedings. Columbus: Ohio State University Council
of Graduate Students.

Rowley, J. (1988). The teacher as leader and teacher educator. Journal of
Teacher Education, 39(3), 13-16.

Zimpher, N. L. (January-February, 1988). A design for the professional
development of teacher leaders. Journal of Teacher Education, 34(1),
53-60.

Zimpher, N. (Summer, 1988). Guest editor. Mentoring teachers. Theory
Into Practice.

Zimpher, N. 1 Howey, K. (1986). Requisites for the teacher-mentor:
Uncommon commitment and commonplace knowledge. Education and Society, 5.

Zimpher, N., & Rieger, S. (Summer, 1988). Mentoring teachers: What are
the issues? Theory Into Practice, 27(3), 175-182.

Presentations

A mentor preparation program sampler: Nancy L. Zimpher
Paper presented at the Eleventh Annual Conference (The Good School:
Staff Development's Role), Ohio Department of Education, Division of
Inservice Education, Columbus, May, 1988

The design and development of entry-year pregrams: Kenneth R. Howey
Paper presented at the Eleventh Annual Conference (The Good School:

Staff Development's Role), Ohio Department of Education, Division of
Inservice Education, Columbus, May, 1988
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Lessons learned from the design and implementation of an induction year
program: Nancy L. Zimpher

Paper presented at the annual meeting of the American Educational
Research Association, New Orleans, April, 1988

Mentoring relationships and the effects of a model of classroom management
intervention training on the inductee teacher's behavior: Brenda Stallion

Paper presented at the annual meeting of the American qucationa1
Research Association, New Orleans, April, 1988

University collaboration with the Ohio State Department of Education and
public schools: Suggestions for developing effective programs and effective
mentors: Nancy L. Zimpher & Kenneth R. Howey

Fresentation for the Association for Supervision and Curriculum
Development, Boston, March, 1988

An induction program that invigorates the new and experienced:

The roles and responsibilities of the critical actors: Sherry Kuehnle
What structures support the invigorating of mentors? Cheryl Hilton

A synthesis of the teacher leader cadre: Shirley Scholl

Lessons learned from participation in the design and implementation of
an entry-year program: Nancy Zimpher

Papers presented at the Association for Supervision and Curriculum
Development, Boston, March, 1988

Issues and problems related to the continuing professional development of
teachers: Nancy L. Zimpher and Kenneth R. Howey

Distinguished Lecture given at the Association for Supervision and
Curriculum Development, Boston, March, 1988

From teacher mentor to teacher leader: How leadership begets leadership:
Nancy L. Zimpher

Paper presented at the annual meeting of the Association of Teacher
Educators, San Diego, February, 1988

Classroom management intervention: The effects of training and mentoring on
the inductee teacher's behavior: Brenda Stallion

Paper presented at the annual meeting of the Association of Teacher
Educators, San Diego, Febru.ry, 1988

Mentoring relationships: .ue effects of a model of classroom management
intervention on the behaviors of beginning teachers: Brenda Stallion

Paper presented at the annual meeting of the American Association of
Colleges for Teacher Education, New Orleans, February, 1988
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Preparing teachers for leadership roles in professional development: Nancy
L. Zimpher & Kenneth R. Howey

Paper presented at the annual meeting of the National Staff Development
Council, Seattle, December, 1987

Classroom management intervention: The effects of training and mentoring on
the inductee teacher's behavior: Brenda Stallion

Paper presented at the annual meeting of the American Vocational
Association, lLas Vegas, December, 1987

Programs for beginning teachers:  Brenda Stallion

Paper presented at the annual meeting of the National Staff Development
Council, Seattle, November, 1987

Promising directions in professional development: Nancy L. Zimpher &
Kenneth R, Howey

Keynote address at the first annual conference on staff development,
Minnesota Department of Education, October, 1987, Branird, Minnesota

Reflectivity and the instructional process: A definitional comparison
between theory and practice: Nancy Zimpher & Karen Fellows

Paper presented at a national conference on reflectivity and teacher
education, University of Houston, October, 1987

Reflectivity as a function of community: An analysis of teacher
socialization and the reflective process: Nancy Zimpher & Jeffrey Cinnamond

Paper presented at a national conference on reflectivity and teacher
education, University of Houston, October, 1987

Classroom management intervention: The effects of training and mentoring on
the inductee teacher's behavior: Brenda Stallion

Paper presented at the first annual State Vocational Research
Conference, Columbus, October, 1987

Induction: Setting the dream maker's course: Brenda Stallion

Panel presentation at the annual Ohio St-~te Education and Pennsylvania
Student Education Association meeting, Fittsburgh, PA, October, 1987

Using research knowledge to improve teacher education: Implementation of an
induction program for inquiring professionals: Susan Rieger

Symposium presented at the annual meeting of th2 Mid-Weste:n Educational
Research Association, Chicago, October, 1987



The Franklin County/0SU induction project: Shirley Scholl

Presentation at Buckeye Association of Superintendents and
Administrators, Columbus, Fall, 1987

Advanced in knowledge which inform teacher education: Kenneth R. Howey &
Nancy L. Zimpher

Keynote address, University Council for Vocational Education, Annual
Professional Development Day, St. Louis, July, 1987

The right stuff: Essential elements for structuring an induction year
program: Cheryl Hilton, Sherry Kuehnle, Shirley Scholl, Brenda Stallion,
and Eva Weisz

Paper presented at the Eleventh Annual! State Staff Development
Conference, Columbus, May, 1987

The concerns of beginning teachers identified through reflection: Susan
Rieger

Paper presented at the Council of Graduate Students Research and
Scholarly Activities Forum, April, 1987

A model of classroom management intervention and the effects on beginning
teacher's behavior: Brenda Stallion

Paper presented at the annual meeting of the American Educational
Research Association, Washington, DC, April, 1987

Teachers in transition: New conceptions for induction processes:
Reflectivity and Teacher Induction: William Armaline
Collaborative Teacher Induction Programs: Suggestions for Reform in
Teacher Education: Victor Rente)
Assessing Needs: A Vehicle for Reflecting on Inductee and Mentor Staff
Development: Brenda Stallion
Induction Processes: A Collaborative Effort Toward Reflective Teacher
Practices: An Overview: Nancy Zimpher

Papers presented at the annual meeting of the Association of Teacher
Educators, Houston, February, 1987

The Franklin County/0SU Induction Project: Shirley Scholl
Presentation for the Green County, Ohio administrators, Winter, 1987
The Franklin County/0SU Induction Project: Shiiiey Scholl

Presentation for the Logan County Board of Education, Bellefontaine,
Ohio, Winter, 1987
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The Franklin County/0SU Induction Project: Shirley Scholl
Presentation for the Southwest County Superintendents As.ociation,
Wilmington, Ohio, Fall, 1986
The right stuff: Essential elements for structuring an induction year
program:
The Franklin County/0SU Induction Project: An Overview: Nancy Zimpher
The Roles and Responsibilities of the Critical Actors: Cheryl Hilton
What Activities Serve as the Focus for an Induction Year Progiam?
Shirley Scholl
Practice-Centered Inquiry: The Guiding Process for Teachers in an
Induction Program: Eva Weisz
What Informs an Induction Year Program? Brenda Stallion
What Structures Support "The Right Stuff" for the 1986-87 Induction Year
Program? Sherry Kuehnle
Papers presented at the annual meeting of the National Council of States
on Inservice Education, Nashville, November, 1986
The Franklin County/0SU induction program: An overview: Nancy L. Zimpher

Paper presented at the ninth annual conference on Career Structures for
Staff Development, Ohio Department of Education, Division of Inservice
Education, April, 1986, Columbus

Overviews of the induction project: Cheryl Hilton, Sherry Kuehnle, Deann
Prince, Shirley Scholl, and Brenda Stallion

Presentation at the tenth annual State Staff Development Conference,
Columbus, April, 1986

Issues and problems in professional development: Kenneth R. Howey & Nancy
L. Zimpher

The

Paper presented at the Association of Teacher Educators annual meeting,
Atlanta, February, 1986

Frank1in County/0SU induction project:

The Franklin County/0SU Induction Program: An Overview: Nancy Zimpher
A Historical Perspective on How the Induction Program Developed:
Shirley Scholl

Shared Governance through Shared Needs and Cooperation: Mark Stevens
Needs Assessment: A Vehicle for the Beginning and Mentor Teacher Staff
Development: Brenda Stallion

Who Are Our Inductees and What Are Their Needs? Cheryl Hilton
Incentives for Inductee and Mentor Teacher Preparation: Sherry Kuehnle
Mentoring: Do Mentor Teachers Make A Difference? Deann Prince

Papers presented at the annual meeting of the National Council of States
on Inservice Education, Denver, November, 1985
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Linking new teachers with support systems: Brenda Stallion

Paper'presented at the annual meeting of the Ohio Vocational Association
meeting, Dayton, October, 1985

Workshops, Seminars, and Course Offerings

The Ohio State Department of Inservice Education, "Training Mentor
Trainers," August, 1988, Mohican State Park, Nancy L. Zimpher & Kenneth R.
Howey

Teacher Leadership Workshop, Dublin City Schools, Dublin, OH, August, 1988,
Nancy L. Zimpher & Kenneth R. Howey

Teacher Leadership Workshop, Southwestern City Schools and Reynoldsburg City
Schools, June, 1988, Nancy L. Zimpher and Kenneth R. Howey

Teacher Leadership Workshop, Greene County Local Schools, Xenia, Ohio,
April, 1988, Susan Rieger

Teacher Leadership Workshop, Hilliard City Schools, Summer, 1988, Spring,
1988, and Spring. 1987

Graduate Course Offering, ED: P&L 872, "Teacher Leader Cadre Training,"
Winter/Spring, 1988, Franklin County Local Schools

Graduate Course Offering, ED: P&L 870, "Preparation for Teacher Leadership,"
Spring, 1988, Franklin County Local Schools

The Ohio State Department of Inservice Education. "Training Mentor
Trainers," July, 1987, Mohican State Park, Nancy L. Zimpher & Kenneth R.
Howey

Graduate Course Offering EN: P&L 871, "Training Teacher Leaders," fall, 1987
Graduate Course Offering ED: P&L 7278, "Teacher/Leader," Winter, 1987

Graduate Course Offering, ED: P&L 870, "Observation and Supervision of
Classroom Processes," Fall, 1986

Graduate Course Offering, ED: P&L 727A, "Strategies for Enabling the Teacher
as an Inquiring Professional," Fall, 1986

Graduate Course Offering, ED: FL 870, "Practicum in Curriculum,
Instruction, and Supervision," ~ummer, 1986

Graduate Course Offering, ED: P&L 727C, "Issues and Processes for
Development of Programs for Beginning Teachers," Spring, 1986

Graduate Course offering, :D: P&L 727A, "Issues and Concerns of Begirning
Teachers," Winter, 1986, franklin County Schools
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Graduate Course Offering, ED: P&L 727B, "Leauership Strategies for Mentor
Teachers," Winter, 1986, Franklin County Schools

Conferences Held

"Setting the Educational Agenda for the Future," February 10--11, 1988,
Columbus, Ohio

"Models for Instructional Improvement: Opportunities for Teacher
Leadership," May 28-29, 1987, Columbus, Ohio

“Educational Policy and Educational Reform: Extending Professional
Competence," May 22-23, 1986, Columbus, GOhio
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PART B: _PROGRAM ASSESSMENT REPOR

I. Major Qgggtiohs

This report explicates in detail the findings or results from ten
project outcome questions and eleven project implementation questions which
guided our study entitled "Using Research Knowledge to Improve Teacher
Education: 1Implementation of an Induction Program for Inquiring
Professionals" and funded by the Office of Educational Research and
Improvement (OERI).

The following nroject outcome questions address program impact and
effectiveness.

1. Is training mentors toward more effective classroom management
behaviors to provide assistance to inductees as effective as
intervening with inductees directly?

2. Do mentor teachers, inductees, and administrator/teacher leaders
hold the same perceptions of what leadership characteristics
mentors should possess to be effective in their roles?

3. What is the nature of curriculum decision-making in the classrooms
of entry-year teachers?

4. Do programs which are designed to prepare mentor teachers for
leadership roles positively effect their professional knowledge
capabilities?

5. Is it possible to differentiate and measure mentor teacher
attitudes toward conceptions of teaching competence?

6. What are the concerns of beginning teachers and mentor teachers as

measured behaviorally with a BARS assessment?




7. When guided toward methods of becoming reflective practitioners,
what is the substance of both mentor and inductee réf]ective
capabilities?

8. What is the nature of mentor and inductee conferencing capabilities
which allow them to discuss mutual and highly individualized
concerns about specific topics?

9. Can mentor and inductee teachers be prepared to execute
mu]ti-focused'action research projects? What is the nature of such
projects?

10. Are teacher leaders able to acquire reflective capabilities whereby
they can differentiate their leadership experiences?

The following project implementation questions document specific aspects
of our project and describe what actually occurred during the development
and implementation years.

1. What is the process for the institutionalization of a beginning

teacher assistance program in the participating districts?

2. What is the design and delivery of a mentor training program?

3. How do you create and provide ongoing support for a Teacher Leader
Cadre?

4. What are the designations of roles and responsibilities for mentor
teachers and teacher leaders?

5. What is the designation of a definition of a "new teacher?"

6. How are comprehensive needs assessments for beginning and mentor
teachers designed and conductea!?

7. What are the guidelines for developing and conducting action

research projects as a regular part of an entry-year program?




8. Can we design a manual or quidebook to assist mentor teachers in
their work with beginning teachers?

9, Can we design and implement a d-:toral level program in
professional development at The Ohio State University to prepare
teachers tor advanced leadership opportunities?

10. Can we design and implement a reflectivity packet to encourage a
disposition toward inquiry and reflection among teachers?

In the following section we will first describe the major features of
our program which will provide a basic context for understanding the key
gu~-tions and descriptions. Subsequent sections will address each of the
project outcome questions and project implementation questions as
significant components of our research inquiry and project program. As such
we will describe the sample, methodology, instrumentation, results/findings,

discussion, and implications for each m.jor question.

II. Program Component Description

The Franklin County/0SU Induction Project has been a three year
commitment for the induction of new teachers into the profession. Five
local Franklin County School districts participatcd with the faculty in the
College of Education, Department of Educational Policy and Leadership at The
Ohio State University to develop and implement the entry-year program.

Experienced teachers who were interested in assisting new teachers were
defined as mentors. Mentor teachers were chosen in one of three ways: 1)
by administrators who called on teachers to serve; 2) by administrators and
teacher representatives who called on teachers to serve; or 3) by direct

volunteering of teachers who wished to participate in the program. The term
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new teachers was broadly defined to include a) those assuming a first year
teaching assignment, typically immediaté]y following graduation and serving
under the provisional teaching certificate; b) teachers who had some
teaching experience but were returning to the classroom following an
extended leave; and c) teachers who were assuming major new substﬁntive
assignments as a result of recertification and significantly new teaching
assignments. Care was taken to match mentors and inductees with regard to
sbbject and grade level taught, building assignment, and common grounds for
affiliation. These mentor and inductee dyads represented all grade levels
from kindergarten through grade 12 and included special education and
administrators/supervisors.

During the first year of the project over 150 experienced and beginning
teachers participated. In the second year, there were over eighty mentors
and inductees involved in the project and twenty-five teacher leaders. The
third year of the project saw the reduction of participating mentors and
inductees to 42. This occurred for two reasrns. First, one of the larger,
significantly expanding local districts became incorporated and therefore
was no longer functioning as a local unit under the Franklin County
Department of Education. With this transition the district (Dublin City
Schools) advanced its initiative for induction and decided to
1n§¢1tut10na11ze its project immediately to service a growing force of new
teachers (over 100 in 1987-88). Second, the remaining four local school
districts were addressing budget cuts and reductions in their teaching force.

Mentors served as needed, with many of them assuming this role for all
three years of the projcct. New teachers typically participated for one

year--their induction year. From the body of mentors emerged a group of



teachers interested in pursuing leadership roles within their districts
without entering administration. These twenty-five aspiring experienced
teachers became known as the Teacher Leader Cadre (TLC). For the past two
years of the project's implementation, this Cadre of teachers has been
trained to assume a variety of leadership roles, most explicitly to assist
in the institutionalization of induction within the five local dis-:-icts.

Two major f2atures of our project were to develop inquiring
professionals and to document the various types of relationships which occur
when teachers engage irn collegia’ activities. The notion of reflectivity is
defined as a process of "locking back" upon onu's exweriences and either
using that experience or the experience of another (perhaps a mentor) to
make changes in an individual's personal and/or professional 1ife/practice.
This theoretical perspective became an undergirding theme for our project.
Mentors, inductees and Cadre members involved themselves in completing
reflective instruments such as logs, journals, critical event anc -:uri2rence
report forms and feedback surveys. In addition, they executed a number of
action research projects within their own classrooms and schools based upon
a model of practice-centered inquiry defined by tarr and Kenmis {1983). The
analysis of the content of these instruments and projects enabled us to
document the mentor-inductee relationship and to deduce the types of
concerns and/or needs each articulated.

Mentors, inductees and members of the Cadre were provided with graduate
leve’ course offerings through The Ohio State University, College of
Education. These courses provided training and support for mentor and
inductee dyads and leadership opportunities for t:a Teacher Leader Cadre.

Also, Cadre members were invited to attend conferences sponsored by the
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Franklin County/0SU Induction project and the Columbus Education Association

addressing significant educational issues.

LI,

Explanation of Outcomes

Project Outcomes

Question 1: Is training mentors toward more effective classroom
management behaviors to provide assistance to inductees as

behav
effective as intervening with inductees directly? (Stallion, 1987)

o
o

3

Sample

Thirty-five mentor and inductee dyads at various teaching levels
participating in year one of a three year induction project were
selected as subjects for the study. The dyads were grouped into
two treatment groups and one control group.

Methodology

Classroom management intervention training (based upon the Evertson
model) was delivered to mentors and inductees in Group 1 and to
inductees in Group II with Grdup III not receiving training for
either mentor or inductees. Following the training sessions,
observations were made of inductees' classrooms and conference
report forms (Appendix B-1) were utilized by mentors and inductees
to report infurmation regarding their conferences. A total of 136
classroom observations of inductees' classroom management
behaviors, each approximately 40 minutes in length, were
conducted. A total of 170 conferences were held by menters and

inductees during the study.
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3. Instrumentation
Observers of inductees' classrooms were trained in collecting data
on the identified classroom management intervention variables
utilizing three instruments. They included classroom rating
scales, narrative records, and student engagement ratings (Appendix
B-2). The classroom rating scales consisted of a series of 22
Likert-scale items clustered under five domains: instructional
management, rules and procedures, meeting student concerns,
managing punil behavior, and student misbehavior. Each teacher was
observed on four random occasions utilizing this instrument.

Narrative notes were rccorded during each ubservation to
enable the observer to complete the classroom rating scales. They
were not used in the analysis of this study, but were enrichment
data and verification of any discrepancies in compleiing the
classroom rating scales.

Student engagement ratings were used to record students'
behavior during the classroom observations. At ten minute
intervais, observers placed each student in the room in one of
three categories: definitely on-task, probably on-task, and
off-task. A total of three student observations were recorded per
teacher during their class period. A score for each category was
calculated by dividing the number of students in each category by
the total number of students in attendance yielding a percentage of
students classified in one of the arorementioned categories.
Conference report forms were used to assess the effects of the

classroom management intervention training program on the mentoring
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relationship of mentor and :~ductee dyads. This instrumnt was to
determine whether teachers who were paired in experimental groups
receiving a program on classroom management training discussed those
aspects of the training session to a greater degree than those paired
mentor and inductee teachers who did not receive preparation on
classroom management strategies.

In the analysis of the data from each instrument, descriptive
statistics, ANOVA and Generalizability Theory were used by the
researcher.

4. Results/Findings

The following chart is illustrations of the findings. They will be

discussed in greater depth and detail in the next sections.

Table 1
Frequencies of Classroom Problems
Discussed During Mentor-Inductee Conferences,
By Groups and Relevance to Classroom Management

Classroom Management

Group Related Unrelated Total
I 42 10 52
I1 3 10 41
ITI 27 17 44
Tolal 100 37 137

Note: Cﬁé-square'analysis for Group/Problem association significant at
p<.10




Discussion of Results

The statistical analysis of observation instruments indicated that
the training did not result in higher c¢lassroom rating of teacher
behaviors. However, analyses indicated that trained teachers
discussed more classroom management problems than untrained
teachers (Table 1). The results indicated that mentoring was an_
effective way to assist beginning teachers during the induction
phase of teaching.

Implications for Improved Teacher Education

Classroom management and discipline concerns are the most often
cited needs of novice teachers as they begin their first year of
teaching. Initially, we felt that the most influential means of
assisting beginning teachers in this area was through training both
the mentor and the inductee, a rather costly and time-consuming
endeavor (providing graduate credit and assistance to as many as 75
dyads). Now we realize that training the mentor is as effective as
training both the mentor and inductee in conveying information
about classroom management strategies. Teacher education programs
planning on providing mentoring assistance to their beginning
teachers could capitalize on this finding and provide direct
instruction to the mentor only. In addition, it would be of
assistance for programs to realize that they could train beginning
teachers in situ for class~oom management problems thus avoiding
the feed-forward problem. Therefore, beginning teachers with. the

support of trained mentors could learn appropriate classroom
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strategies, thus alleviating the tendency for teacher educators to
provide instruction in classroom management before the preservice

teacher has had to opportunity to experience specific situations.

Question 2: Do mentor teachers, inductees, and administrator/

teacher leaders hold the same perceptions of what leadership

characteristics menitors should possess to be effective in their roles?
(Gordnn, 1986)

]U

Sample

The study consisted of three groups: mentor teachers, inductee
teachers, and administrator/teacher leaders from various grade
levels, all involved in the first year of a three year project to
induct new teachers into the profession. Teacher leaders were
considered to be the local education association presidents and
representatives for the five participating districts.

Methodology

The Leader Behavior Description Questionnaire (LBDQ) - Form'XII
(Appendix B-3) was used as the instrument for gathering daté
related to leadership. Each participant--mentor, inductee,
administrator/teacher leader was given a copy of the instrument to
be completed and returned to the researcher. Using the LBDQ, the
mentor was to evaluate what a mentor should be; the inductee was to
describe the mentor from his/her perspective; and the
administrators/teacher leaders were describing why they selected
the mentors. The participants' responses were to be based upon
their perceived ideas of effective mentors as related to the

questionnaire.



Instrumentation

Nine dimensions from the LBDQ--Form XII were utilized in providing
a framework for the collection of specific items of leader behavior
which were later closely examined and evaluated. These dimensions
included: representation, demand reconciliation, tolerance of
uncertainty, persuasiveness, initiation of étructure, tolerance of
freedom, role assumption, consideration, production emphasis,
predictive accuracy, integration, and superior orientation.
Descriptive statistics were utilized in data analysis since the
study pertained to a population and not a sample. Identification
of the leader behavior of mentor teachers was computed through
tabulation of the L3DQ Questionnaire responses for each segment of
the population. The mean and standard deviation was computed for
each of the subscales to determine if there was a meaningful
difference between the three groups (Table 2). A frequency
distribution was made for comparisons with the analysis of variance
scales. There were individual and group score comparisons and a
post hoc test was utilized to pinpoint individual differences.

Results/Findings

The following table is i1lustrative of the findings. They will be

discussed in greater depth in the next section.
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Table 2

GROUP=INDEPENDENT VARIABLE
THE FRANKLIN COUNTY/OS!' INDUCTION

Administrators Inductees Mentars .
(N=21)" ° (N=57) (N=52)
Scale M__sp ! M SO | M SD | F
Representation 3.65 .44 3.87a .56 3.56b .59 | 4.33+

Demand Reconciliation  3.42, .57 | 3.87, .68 | 3.62 .54 | 4,77+
Tolerance of Uncertainty 3.37 .56 3.69, .57 | 3.42p .57 | 3.99*
Persuasiveness 3.61, .38 3.9, .53| 3.58, .51 7.06*
Initiation of Structure 3.60, .35 3.93, .57 | 3.72 A1 | 3,97
Tolerance of Freedom 3.77 .56 | 4.02 b2 | 3.88 A7 | 2.25

Role Assumption 3.52 .50 | 3.84 .61 | 3.67 .48 | 2.9%
Consideration 3.68a .42 1 4,04, .53 | 3.90 - .54 | 3.M*
Production Emphasis 3.25 .30 | 3.4) 54 | 3.25 .53 | 1.46
Predictive Accuracy 3.57 .42 3.84a .58 3.60b .48 | 3.77*
Integration .79 .41 | 3.9 .65 | 3.66 .60 | 2.20

Superior Orientatiop  3.66 .46 | 3.94 .49 | 3.74 .45 | 372

) *p¢.05 - The F ratio has been found significan<
b) ab: p¢ .05 Tukey - means with different Tetter are significantly differ-
ent from each other.
) Group=Independent Variable
¢) Post hoc (Tukey) - Pinpoints individual differences.
e) Post hoc (Scheffg) - Provides a more 1iberal interpretation of F. Also,
' 1t is used to verify or reject the Tukey findings.

-12~
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Discussion of Results

Representation suggests that the mentor speaks and acts as a

representative of the group. The inductees placed greater emphasis
on the mentor speaking and acting for the group than did the
mentors. There was not a significant difference between inductees
and administrators or Between administrators and mentors. fsmand
reconciliation suggests the mentor can resolve conflicting demands
and reduce disorder to the system. The inductees perceived the
characteristic of demand reconciliation as reflective of effective
mentor teachers. Administrator/teacher leaders did not see this as
reflective of mentor teachers. Inductees viewed effective mentors

as having the ability to tolerate uncertainty and postponement

without anxiety or being upset. The mentor teachers did not view
these characteristics as important to effective mentoring.
Inductees believed that an effective mentor uses persuasion and
argument effectively and exhibits strong convictions.
Administratars and mentors did not place the emphasis on this
leadership characteristic as did the inductees. Inductees

perceived mentors to be effective wh2n role definition was clearly

defined and when the mentor let followers know what was expected.
Administrators and mentors did not hold the same perception. Al
three groups perceived that tolerance of freedom wis reflective of
affective leadership in mentors. The pariicipants perceived that
mentors should allow followers scope (freedom to initiate, decide
and act) for initiative, decision, and action. There was general

agreement among the members in the group that an effective mentor



6.

actively exercises the leadership role rather than surrendering
leadership to others. Inductees also viewed mentor teachers as
more effective leaders when they regarded the comfort, well being,
status, and contribution of followers. A1l members of the group
perceived leadership characteristics of mentor teachers that do not
apply pressure for productive output as being effective. However;
inductees received effective leadership from mentors when they
exhibited foresight and ability to predict outcomes accurately.
Mentors and administrators did not hold this same perception. Each
group perceived mentors as having the leadership characteristics to
maintain a closely knit organization, and one that resolves
intermember conflicts. The tests also indicated significance in
all three groups that effective mentors reveal leadership
characteristics, that cordial relations be maintained with
supervisors, and that effective mentors are striving for higher
status.

Implications for Improving Teacher Education

Teacher educators assisting new teachers in the profession would be
well-advised to realize that inductees perceive the importance of
certain leadership characteristics of mentors differently than
experienced teachers and administrator/teacher leaders. Teacher
educators would need to deterhine whose set of criteria they would
utilize in developing mentoring relationships--the inductees',
administrators', or practicing teachers'.

There is an implication which suggests that

adm1nistrators/teacher leaders choose mentor teachers who hold
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similar philosophical tenets of education and not necessariiv those
whose abilities suggest that they would be effective lvaders. This
would be a caution to teacher educators developing an incuction
program with a collaborative school district. Who.chooses the

mer ~rs and for what reasons should be addressed by both the

teacher education institution and the cooperating school system.

Question 3: What is the nature of curriculum decision-making in the

classrooms of entry-year teachers? (Weisz, 1988)
1.

Sample

Two inductee teachers participating in the mentor-i. iuctes project
were subjects in this observational case study. One was a first
grade teacher and one was an elementary teacher of the
developmentally handicapped (DH).

Methodology

Qualitative research was the methodology selected for this study;
therefore data were collected through contact with people in
settings with the researcher functioning as the key data collection
instrument. Sustained observation was undertaken in order to help
determine just how the inductee teachers' plans and decisions about
curriculum were acted out in the classroom.

After gaining entry, the general school environment was
observed first. Then the two classrooms were examined holistically
and finally, the specific teacher became the focus of the
research. One teacher was observed for 30 days and the other for
29 days, each for approximately three hours per day.

During the sixth week of observation, the researcher spent the

~15-

86



entire day in the setting for the entire week and open-ended
interviews with inductee teachers, mentor teachers, and principals
were conducted. Field notes were taken continually and audio
taping was also conducted at the field site as a backup to the
field notes.

Interviews conducted with inductee teachers and mentors wert
used to gain more information about teacher planning, the
implementation of those plans in the classroom, and the role of the
Induction Project in planning and curricular issues. Inductee
teachers' lesson plans were examined in 1ight of the field notes to
decermine how they were recorded and what they contained.

Students' work and other artifacts related to curriculum were also
examined and teachers were asked to record a random tracing of
their decision making while planning for a week of teaching in a
"think-aloud" activity.

Instrumentation

Three spheres of the curriculum were explored to make the elements
and the relationship among them visible. The official policy
document was the district ievel curriculum document which teachers
were provided. The planned document was the teachers' own plan, or
map for what was intended to be accomplished in the classroom. The
enacted curriculum was what was observed, or the activities which
actually occurred.

The researcher spent time in the classrooms to observe

curriculum in s‘tu and thus was the instrument through which data

‘were collected, analyzed and interpreted. A social history of the
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entire project was kept by the researcher, in order to document her

own decision making in regard to methodology and insights gained.
4. Results/Findings

The following figures are illustrative of the findings. They will

be discussed in greater detail in the following section.
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.Draw Spring Activities
and Discuss

) Class Discussions
/’/:xi Language Arts
: ‘ Lesson (non-
alphabet activities)
Enacted
Curriculum Great Cator Awards

\\\‘{Telling Time
.\\\ .
X

_/ Read/Discuss Bug Poem

Planned
Document

Poems/Drawings About
Oranges

Opening A.c . vities
Calendar Activity
Language Arts Les: n (letters of the alphabet)
Library
Guidance Counselor
Snack
Restroom/Drinks
Directions fcr Folders
‘Reading Groups
~ Math Groups
Lunch
Back to Room
Specials

' Art
Arts and Crafis
Circus

Figure 4
A Comparison of the DH Teacher’'s PTannad Document
and Enacted Curriculum During Days Observed
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Lessons
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eadin
-- Identify rhymed and unrhymed word pairs
== Improve reading readiness skills from present level (alphabet)
-- Improve vocabulary development. from present Jevel of pre-primer
-- Read words from a selected pre-primer reading program
-- Retell a story and answer questions
: Writing
-- Copy words from board and desk correctly :
-~ Form and space letters, words and umbers correctly and legibly
-- Write simple sentences from owm experience

Mat
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Figure 3

A Comparisun of the DH Teacher's Official Policy Document
and Enacted Curriculum During Days Observed
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Figure 2

A Comparison of the Firet Grade Teacher’s Planned Document
and Enacted Curriculum During Days Observed
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Figure 1
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rade Teacher's Official Policy

Document and Enacted Curriculum During Days Observed
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5.

Discussion of Results

Five types of curriculum were iound to be in existence in the two
classrooms: overt, hidden, social, masked, and unofficial or
teacher constructed. In both classrooms the enacted curriculum
included all that was in the planned document and official policy
document and went beyond it when examining only discrete skills and
types and number of activities (Figures 1-4), Thercfore a close
relationship was found between the documents and what was enacted
in the classroom.

In a broader view, the teachers' enacted curriculum contained
more information and meanings than were included in the planned and
official documents. The documents did not reflect the richness of
the enacted curriculum, and were reduced to sets of activities or
agendas for "“doing."

The two teachers' planned documents and official policy
documents served only as skeletons for what occurred in the
classroom. In the DH classroom, it was found that the official
document was individualized yet there was a group orientation to
instruction. There was a gap between the inductee teachers'
planned documents and enacted curriculum and official policy
documents and enacted curriculum.

Implications for Improving Teacher Education

Teacher uducators who prepare teachers in the areas of curriculum
d 'velopment and design need to include all types of curriculum in
their syllabi: overt, hidden, social, masked, and unofficial or

teacher constructed. Although much emphasis is placed upon planned
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and policy documents, these instruments perform only the duty of a
skeleton for that which occurs in the classroom. How teachers
enacted the curriculum is often more important than what is
reflected in these documents.

Preservice teachers can be taught to be more reflective about
their curriculum decistons, thus making their décisions more

relevant and more meaningful for their practice.

Question 4: Do programs which are designed to prepare mentor teachers
for leadership roles positively effect their professional knowledge

capabilities? (Rowley, in press)
1. Sample

The experimental group consisted of twenty-five experienced
teachers in four Franklin County Local School districts involved in
an induction project. The control group involved twenty
experienced teachers from the same four local districts who were
serving as mentors in the induction project.

2. Methodology
The subjects for the experimental group were self selected by
enrolling in a graduate level course the Preparation for Teacher
Leadership (PTL workshop) meeting once a week for c¢cne quarter for
three credit hours which became the means for intervention.
The control group did not receive the intervention training of the
workshop. Both the control and the experimental groups were given
a pretest prior to intervention entitled the Teacher Leader
Knowledje Test. At the completion of the intervention program,
both the control and the experimental groups were given this

inventory as a posttest.
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3. Instrumentation

A Teacher/Leader Guidebook (Appendix B-4) containing background
readings and activities was developed to serve as the basic text
for the PTL workshop. The Teacher Leader Knowledge Test (Appendix
B-5) is a forty-item, multiple choice test designed to measure the
professional understandings of prospective mentor teachers across
the five domains of knowledge: district needs, psychological
support, classroom processes, observation and conferencing, and
reflection related to the effective practice of teacher leadership
in a mentoring relationship with an inductee teacher.

Internal consistency was determin:d for the knowledge test
through a pilot process used with twenty-five classroom teachers
from four Franklin County Local Schools not invoived in this
study. Mean scores for the test were computed for both the
experimental and control groups and a T test was conducted on the #
scores as a measure of significant difference.

4, Results/Findings

‘The following table is iilustrative of the findings from this

study. They will be discussed in greater detail in the following

section .
Table 3
Comparison cf Gain Scores for
Group I and Group II on
The Teacher Leader Knowledge Test
Mean Gain Score Standard Deviation
Group 1 16.07 3.74

Group II 4.00 2.66

results of t test comparing above scores:
t = 14.91, df = 61, p {:0001

-24~
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Discussion of Results

A T test was conducted on the pretest scores as a measure of
significant difference. The resulting T value indicated no
significant statistical difference between the experimental and
control groups on the pretest scores. Ten weeks later, following
the intervention, the samé test was administered to the same two
groups as a posttest measure. A statistical analysis of gain
scores for each grecup indicated a highly significant statistical
difference between the mean gains of the experimental group when
compared to the mean gains of the control group (Table 3).
Therefore, it was determined that the PTL workshop helped
prospective mentor teachers acquire the professional knowledge

necessary for the effective mentoring of beginning teachers.

Implications for Improving Teacher Education

If teacher education programs are involved in collaborative efforts
with a local district(s), they would be able to impairt certain
knowledge and competencies to their prospective mentors of
beginning teacheirs through a training workshop for as short.a
period of time as one quarter (10 weeks). Indeed, experienced
teachers were capable of being trained in the five knowledge bases
which undergirded the Franklin County/0SU Induction project in

order for them to be effective mentors in a mentor-inductee program.
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Question 5: Is it possible to differentiate and measure mentor teacher
attitudes toward conceptions of teaching competence? (Rowley, in press)

1. Sample

The experimental group consisted of twenty-five experienced

teachers in four Franklin County Local Schooi districts involived in
the Induction Project. Two control groups consisted of one group
of teachers enrolled in another cff-campus course, and a second
group of beginning teachers participating in a special Ohio State
University campus course.

2. Methodology
An instrument entitled the Professional dispositions Inventory
(Appendix B-6) was given to all three groups as a posttest measure
only after the experimental group had received training in the PTL
workshopf

3. Instrumentation
The Professional Dispositions Inventory is a €~rty item, modified
Likert Scale instrument designed to measure the relative strengths
of a teacher's technical, personal, clinical, and critical
dispositions toward professional practice. In order to avoid the
inrternal validity threat of testiﬁg, the dispositions inventory was
given only as a posttest.

The results of the inventory were statistically analyzed
employing one way Analysis of Variance. An appropriate post hoc
analysis was conducted on the inventory to determine the nature of
the within and between group differences for the three groups. In
addition, a factor analysis of the data was conducted employing
age, teaching experience, and grade level assignments as an

hypothesized variable affecting profes<ional disposition.
~26-
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4, Results/Findings

The charts and tables in this section are illustrative of the
findings of this study. They will be discussed in greater depth in
the next section .

Table 4
Subscale Means for

Groups I, II, and III
on The Professional Attitudes Inventory

Attitude Group I Group II Group IIl Mean
Technical 4.90 5.20 5.30 5.20
Clinical 7.30 5.90 6.4C 6.50
Personal 9.00 10.00 9.20 9.40
Critical 2.60 2.80 3.2 2.90

5. Discussion of Results

The statisfical‘analysis revealed no significant difference among
the three gorups on the four subscale scores in the areas of
technical, ¢linical, personal, and critical competence (Table 4).
Based upon-the statistical analysis of‘the Professional Attitudes
Inventory, teachers in all three groups were, regardless of years
of teaching experience, remarkably alike when compared on the
relative strengths of their technical, clinical, personal, and
critical attitudes toward their professional practice.

6. Implications for Improving Teacher Education

It is possible to measure teacher attitudes toward teaching
competence. Teacher educators could use this knowledge in the

selection and preservice training processes for teacher education.




However, we cannot determine conclusively whether we can change
those attitudes and whether thos> attiitudes as determined by the
inventory impact upon the ability of a preservice teacher to be a

successful inservice teacher.

Question 6: What are the concerns of beqinning teachers and mentor
teachers as_measured behaviorally with a BARS assessment? (Stallion,

1987)
1.

Sample

A group of 65 beginning teachers and a group of 66 experienced
mentor teachers participating in the induction project from the
five Franklin County Loc21 School districts participated in the
assessment.

Methodology

A needs assessment for beginning teachers and a needs assessment
for mentor teachers (Appendix B~7) were developed. Thése
instruments were employed during the first year of the Induction
Project as a pretest and were administered to mentors and inductees
prior to the induction project intervention. At the end of the
first year, following the induction intervention, a posttest test
was given to the two groups.

Respondents were asked to rate not only their conception of
their performance against specific behavioral items, but also their
ultimate desire for improvement in those areas, enabling us to
jdentify the degree of the gap between the behavior they believed
they actually exhibited and the behavior they would ideally 1ike to
exhibit.
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Instrumentation

The needs assessment instrument was developed for both mentors and
inductees in order to determine the salient needs of beginning
teachers and to describe the service needs of mentor teachers. The
devalopmental frameworks proposed by Veenman (1984) and the
concerns most frequently cited in the Loadman (1983) studies were
used to formulate the behaviorally anchored ratings scale (BARS,
Witkin, 1984) that constituted the design for the data ccllection.
Concerns were rank-ordered based upon the highest to the lowest
mean score for each item. From that analysis, the top ten
concerns/problems of mentor teachers and beginning teachers were
determined.

Results/Findings

The following two tables are illustrativ' ¢ the findings from this
assessment instrument. Their meaning will be more clearly

explicated in the next section.
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Tabhle 5

Summary of the Results:

The 10 Most Frequently Perceived Problems 6f Beginning Teachers

Rank Order Question No. Problems Mean
1 , 2 Knowledge of Instructional 1.92
: ResoqrceS'gnd Materials
2 4 Classroom Discipline 1.80
Strategies
3 19 Classroom Management. 1.72
Organization '
4 8 Inadequate Guidance and 1.65
Support
5 10 Heavy Teaching Load 1.64
& 18 Principals and Administrator 1.54
Relatiorships
7 13 Clas.i uum Discipline 1.48
Rules
8 5 Insufficient Materials 1.44
and Supplies
9 N Parent Relationships 1.36
10 3 Motivating Students 1.35
N=65
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Table 6
Summary of the Results:

The 10 Most Freyuently Perceived Service Needs of Mentor Teachers

Rank Question No. Service Needs Mean
] 7 Tcaching Strategies 2.20
2 4 Teacher Mentor Dialogue 1.34
3 24 Sharing Motivational 1.20
Techniques
4 18 Discipline Techniques o. 1.19
Beginning Teachers
5 2 Guidance and Support 1.16
6 ; 1 Planning Lessons 1.15
7 . 23 Time Management Skills 1.13
8 19 Awareness of School 1.00
: Policies and Procedures
9 8 Beginning Teacher/ .93
Student Interactions
10 9 Beginning Mentor ‘eacher .92
Rapport
N=66
-31-
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Discussion of Results

The results of the pre and post needs assessment indicated that
both inductees and mentors continued to sustain as high priorities
the same items, in both the pre anid post assessment, although the
degrges of movement toward an ideal status were positively affected
as a résu]t of the induction year project.

A rank ordering of the ten most frequently nerceived problems
of beginning teachers in the preassessment is exhibited in Table
5. A summary of results of the needs of mentor teachers in order
to improve their skills in advising and assisting inductee teachers
is noted in Table 6. The results of these needs assessments
indicate that classroom management, including classroom
organization, discipline and rules are concerns of both beginning
~and mentor teachers. The identification of these concerns helped
us formulate'the'program agenda for the 1985-86 year and were used
to reflect our continueu interest in classroom management
techniques as a significant knowledge base for continued focus in
the following two implementation years..

“nplications for Improving Teacher Education

v important implications can be noted through the use of this
BARS assessment. First, the development of such an instrument has
already proven helpful to many others in the field of teacher
education. We have received requests for the instrument almost on
a monthly basis. Preservice teacher education programs can utilize
this instrument in order to assess the needs of their preservice
teachers prior to student teaching, during student teaching, and

during inservice, if necessary.
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Second, the-results of such an instrument can assist teacher
educators in developing nrograms to meet the needs and concerns of
their beginning teachers prior to the reality shock of the
classroom. Higher education curriculum can be developed and
opportunities for observation can be made available to preservice
teachers in order to assist them in making the transition from
student to practitioner.

In addition, those in teacher education or other fields who
are interested in discerning the needs of experienced, inservice
teachers could use the assessment. The needs of inservice teachers
wishing to servz as mentors must be equally addressed along side
the needs of inductees. The BARS instrument provides the means by
which a program developer could plan training for inservice

teachers.

Question 7: When quided toward methods of becoming reflective

practitioners, what
reflective capabilities?

s the substance of both mentor and inductee

1.

Sample

Eighteen experienced teachers serving as mentors and twenty-two
beginning teachefs participating i~ the first year of the Induction
Project completed Critical Event Forms (Appendix B-8) as a form of
reflectivity.

Methodology

As part of a graduate course requi.ement, mentors and inductees
were requested to complete a set of Critical Event Forms as events

occurred throughout the course of the first year of the Induction
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Project. At the end of the year, the forms were collected and
analyzed. Twenty-two t-ginning teachers completed 172 Critical
Event Forms, approximately eight per person, during the first year
of the project. Eighteen mentors completed a total of 148 Critical
Event Forms during the initial project year.

Instrumentation

The Critical Event Form is an instrument utilized in this study to
determine those events which mentors and inductees consider
significant to write about on a daily, weekly, and/or monthly
basis. The form asks respondents to describe events related to
their concerns or problems as a mentor or beginning teacher which
have had a significant impact upon them.

There are three components to completing a Critical Event
Forw. First, teachers were to describe the factual circumstances
and behaviors of the event. Second, they were asked to state their
feelings and thoughts regarding the event. Last, an overalf
conclusion resulting from the event was elicited.

Since such dafa were qualitatively analyzed, the categories
for both mentors and inductees were allowed to emerge irom the data
through the constant comparative analysis of each form. Categories
and subcategories began to be realized as beginning teachers shared
their insights about being a new teacher and as mentor teachers

shared their thoughts about mentoring, teaching, and collegiality.
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4., Results/Findings

The following twoc tables are illustrative of the findings diécerned
from the critical event forms of the beginning teachers and mentor
teachers involved in this ‘induction project. Descriptors for each
topic can be found in Appendix B-15.

Table 7

Needs/Concerns of Beginning Teachers (Categories A, B, and C)
Idertified from Critical Event Forms

Number of Events

Needs/Concerns Cateqgory A B C Percentage
Individual Student Concerns 20 71 5 19%
Discipline 15 1 6 13%
Staff Relations 13 5 10%
Classroom Management N 2 8%
Parent/Teacher/School Relations 7 7 8%
Instructional Concerns 8 1 1 6%
Studént Relationships 6 2 5%
Student Motivation 6 1 4%
Personal Needs of Teacher 6 1 4%
Administrative Relations 3 4 4%
Bui]ding/District Procedures 5 1 3%
Building/Community Activities 4 1 3%
Child Welfare 3 1 2%
**Curriculum Concerns 1 3 2%
**Instructional Management 3 2%
-35-
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Number of Events

Needs/Concerns Cateqory A B Percentage
Teacher Evaluation 3 2%
Mainstreaming 4 2%
**Time Management 1 1%
**Students' Attitudes 2 1%
**Materials 2 1%

Categories of Inductees:

A. New teachers to the profession

B. Teachers returning from extended professional leave

C. Teachers transferring from within district, from other districts,
grade level, suhject level

Number of teachers in each category:

A. 16

B. 1

C. 5

Total 22
N=22

Total number of critical events: 172
**Indicates those topics only mentioned by inductees

Percentage 15 calculated based upon the number of events under each topic
and divided by the total number of events--172
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Table 8

Needs/Concerns of Mentors
Identified through Critical Event Forms

N=18 mentor teachers
148 total completed critical event forms

Category I

A. Mentors who reflected upon inductee's problems, induction in general,
mentoring, and/or the induction program

Percentage
Mentor and inductee interrelationships 3%
Mentor reflection about her role 3%
Mentor reflection on inductee-positive 2%
Mentor reflection on the needs of beginning teachers 1%
Mentor reflection on induction and/or project 1%

B. Mentor and inductee sharing the same concern/ideas

Student attendance 2%
Student achievement 2%
Student motivation 2%
Student relations 2%
Professional development 2%
Staff relations 1%
Instruction 1%
Administration 1%
Lunch Supervision 1%
Grading 1%
working together to complete a project 1%
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Cateqory II

Mentors reflecting upon their own teaching, thzir personal concerns, and/or

other areas of school life. There is no mention of mentoring, induction, or
inductee.

Percentage

Discipline 14%
Individual student concerns 9%
*Instruction 1%
Staff Relations 5%
Parent/Teacher/School Relationships 4%
Instructional Concerns 4%
Administrative Relationships 3%
Fersonal Needs of Teacher 2%
. Student Motivation 2%
Student Relationships 2%
Building/District Procedures 2%
Building/Community Activities 2%
*University student observer/student teachers 2%
Mainstreaming 2%
Child welfare : 2%
*School recognition 1%
*Student safety 1%
*Teacher district relations 1%
*Student placement 1%
*Staff communication 1%
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Percentage

Subject matter concern 1%

Staff development 1%

*Indicates those topics mentioned only by mentors.

Percentage is calculated baserf upon the number of events identified in each
topic divided by the total number of events--148.

5.

Discussion of Results

Inductees new to the profession (Category A) expressed the most
concern with Classroom Management/Discipline and the second most
concern with Individual Student Concerns (see Appendix 8-15 for
descriptors). Inductees returning from an extended leave of
absence (Category B) indicated the most concern with Individual
Student Concerns and Curriculum Concerns as second. Inductee
teachers ‘transferring from one building or grade level te ancther
(vategory C) expressed concern with Classroom Management/Discipline
first and were concerned equally about Individual Student Concerns
and Parent/Teacher/School Relations (Table 7).

The anaiysis of the mentor Critical Event Forms (see Table 8)
was more complicated. Two major categories emerged from the mentor
responses. The first involved responses where mentors shared
feelings and insights about mentoring, induction, the induction
process, and shared feelings with inductees about particular
issues. Thirty-five percent of the Critical Event Forms fell into
this category. The second category in.olved responses which did
not mention the inductee, mentoring, the induction program or

anything related to these topics. In this category mentors



addressed their own concerns or their own problems with teaching,
school, personal life, etc. Sixty-five percent of the Criticél
Event Forms fell into this category.

Mentors shared concerns in the areas of school recognition,
student safety, teacher/district relationships, student placement,
university student observer, staff communication, subject matter
concern, professional development and instruction which inductees
did not mention in their Critical Event Forms; whereas inductees
mentioned the topics of curriculum concerns, materials,
instructional management, students' attitudes, and time management
which were not included in the mentor's topics of concern.
Individual student concerns and discipline/classroom management
were the two topics most often reflected upon by mentors on
Critical Event Forms. This was a]so‘true when all three categories
of inductees were placed together.

There were differences in the way the mentors and inductees
reacted to the form. Mentor's responses were more convoluted,
abstract and it was more difficult to pinpoint their exact
concerns. In fact, instead of being stated as concerns, they were
more 1ike issues. Mentors seemed to "talk" to the researcher in
their writings, while inductees' responses appeared to be personal,
almost diary-1ike in their wording.

Although menturs seemed concerned about issues, they did not
seem te be panicked. They appeared to have an intuitive feel fc.

what they should and shouldn't do in certain situations. Often, it

-40-

111



appeared that they solved their problem just by writing about it.
Mantors did not make negative or denigrating remarks about their
inductees, nor did they mention any personal preblems they were
having with inductees. However, two inductees, one from Category A
and one in Category C, mentioned problems they were having with
their mentors.

!

Implications for Improving Teacher Education

Several implications can be gleaned from these data. First, it
should be useful for teacher educators to know that teachers'
discomfort in dealing with concerns such as classroom management,
discipline, and parents do not subside with experience. This also
implies that perhaps preservice programs are not addressing these
jssues in a manner which teachers find helpful. Preservice
programs which attempt to provide "cookbook" style recipes for
managing a classroom of 25-30 students may find their teachers
disgruntled and forever frus*trated because "recipes" do not seem to
work in every situation.

Teachers are also faced with individual student conc:rns such
as absenteeism, “ardiness, lying, cutting classes. They must deal
with issues such as the a2ath of a child's parent, student drug
abuse, and a child's personal hygiene. Perhaps there are no "pat"
answers to assist teachers in dealing with these problems, but
having a mentor with whom a person can talk and share experiences
appeared to help not only the inductee, but the mentor. Some
mentors found their inductees faced with problems that they

(mentors) had never experienced, thus the process of mentoring was
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a learning experience for the veteran teacher as well. Teacher
educators should be concerned that neithér mentors nor inductees
mentioned with regularity their own individual professional
development. Those who did address going co meetings or workshops
shared how helpful such experiences were, but did not note that

they felt it was important to continue these sessicns.

Question 8: What is the nature of mentor and inductee conferencing
capabilities which allow them to discuss mutual and highly

individualized concerns about specific topics?

1.

Sample

Thirty-four beginning teachers and thirty-seven experienced
teachers serving as mentors completed Conference Report Forms
(Appendix B-1) as an instrument to ascertain their conferencing
capabilities and as a form of reflection.

Methodology

Mentors and inductees were required through course offerings to
complete a number of Conference Report Forms during the first year
of the Induction Project. These forms were to assist the dyads in
describing the nature of the conferencing process between the
mentor and the inductee. Generally, teacher mentors and inductees
completed seven to eight Conference Report Forms a piece.
Instrumentation

The Conference Report Form was utilized in this study as an
instrument enabling mentors and inductees to reflect upon their
conferences and as a means for the dyads to document their
conferencing capabilities. Thirty-seven mentors completed a total
of 280 report forms and thirty-four inductees completed a total of

238 report forms.
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The form had two main sections. The first was characterized
by three questions which were to be addressed by both the mentor
and inductee.

1. What problem or concern did you discuss?

2. What strategies were proposed for resolving the problem/

concern?

3. What were your gereral reactions to the conference?

The second section was a force-~field analysis whereby participants
listed the forces for resolving and the forces against resolving
the problem/concern.

Since this question was answered with qualitative data, each
conference report form was read and the categories and topics
emerged from the data. Utilizing the constant comparative method

_ of analysis, problems/concerns addressed in each of the report
forms were either categorized under an existing topic or a new
topic was devisnd. As well, topics initially generated but for
which no sustaining evidence continued for keeping the category
were subsequently deleted.

4, Results/Findings

The following two tables are illustrative of the findings from the
analysis of the conference report forms completed by mentor

teachers and beginning teachers involved in the Induction Project.
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Table 9

—

ProbTems/Concerns of Inductees
as Identified by Conference Report Forms

N=34
238 completed Conference Report Forms

Number of Concerns

Topic Categqory A B C Percentage
Instructional Concerns 15 2 13 13% .
Building/District Procedures 18 3 8 12%
Individual Student Concerns 16 8 10%
Classroom Management 14 2 7 10%
Staff Relations 7 4 6 1%
Discipline 7 1 7 6%
Instructioral Management 7 1 6 6%
Student Motivation 7 1 5 5%
Persoral Needs of Teacher 4 2 6 5%
Curriculum Concerns 3 1 6 4%
Materials 5 1 4 4%
Parent/Teacher/School Relationships 3 7 4%
Subject Matter Concerns 3 1 6 4%
Student Evaluation/Grading 3 1 3 %
Building Maintenance Concerns 5 2%
Child Welfare 2 1%
Professional Development . 1 1%
Teacher Evaluation | 2 1%
Administrative Relations 3 1%

Category
A--Beginning teachers new to the profession
B--Teachers returning from an extended leave of absence
C--Teachers transferring from one building, district or grade level to
another
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Table 10

Concerns/Problems of Mentors
as Identified by Conference Report Forms
N=37 mentor teachers
280 total Conference Report Forms analyzed

Category I: Mentors and inductees clearly discussed the concern of the
inductee (118 forms with this topic or 48% of total).

Topic Percentage
*Discipline 13%
Subject Matter Concerns 9%
*Personal Needs of Teacher 9%
Parent/Teacher/School Relationships 1%
Student Evaluation/Grading ' 1%
*Materials 6%
*Staff Relations 6%
*Instructional Management 5%
Instructional Concerns 5%
Professicnal Development %
Curriculum Concerns 3%
*Testing 3%
Classroom Management 3%
Staff Communication 3%
Building/District Procedures 3%
Individual Student Concerns 3%
Student Motivation 3%
Building/Community Activities 2%
Student Placement 2%
Administrative Relations 1%
Time Management 1%
Building Maintenance Concerns 1%
Teacher Evaluation 1%

*Indicates those topics which were common across all four categories

Category II: The mentor and inductee shared the same concern (74 forms fell
within this category or 26% of the total).

Topic Percentage
Instructional Concerns 14%
Classroom Management 14%
Subject Matter Concerns 14%
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Topic Percentiage

Staff Relations 12%
Instructional Management 8%
Building/Community Activities 5%
Personal Needs of Teachers 5%
Materials 5%
Student Motivation . 5%
Discipline 5%
Curriculum Concerns 4%
Parent/Teacher/School fielationships 3%
Individual Student Concerns 3%
Building/District Procedures . 3%
Building Maintenance Concerns 3%
Professional Development 3%
Testing 1%
Staff Communication 1N
Student Relationships 1%
Student Evaluation/Grading 1%
Child Welfare 1%

Category III: Mentors discussed a concern relevant to the mentor only (28
forms fell within this category or 1% of the total number of conference
report forms).

Topic : Percentage
Personal Needs of Teacher 37%
Staff Relations 24%
Building Maintenance Concerns 8%
Mentor Concern about Inductee 8%
Individual Student Concerns 8%
Administrative Relations 5%
Instructional Management 3%
Materials 3%
Professional Development 3%
Discipline 3%

Category IV: Unclear as to whether the concern was that of the mentor or
the inductee (this accounted for 49 of the forms or 18% of the total).

Topic Percentage
Classroom Management 18%
Individual Student Concerns 14%
Instructional Management 12%
Materials 10%
Staff Reldtions ’ 8%
Discipline 8%
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Topic : Percentage

Subject Matter Concerns 6%
Instructional Concerns 4%
Time Management 4%
Home/Schoo1/Teacher Relationships 2%
Child Welfare 2%
Student Motivation 2%
Staff Communication 2%
Personal Needs of Teacher 2%
Student Evaluation/Grading 2%
Curriculum Concerns 2%

5. Discussion of Results

A total of thirty-four beginning teachers completed 238 Conference
Report Forms throughout the first year of the Induction Project.
The most mentioned topic of concern by inductees was instructional
concerns (Table 9) followed by building/district procedures (see
Appendix B-15 for descriptors). Inductee responses to the three
questions were short and to the point, whereas mentors responded in
more lengthy, explanatory narratives.

On the Conference Report Forms, inductees often mentioned how
helpful their mentor had been in assisting them with solving their
problems. Both mentors and inducvees provided a variety and range
of strategies for solving problems. In once instance where the
inductee was having problems with the building administrator, the
mentor interceded for the novitiate and assisted the inductee in
establishing a better relationship with the principal.

Thirty-seven menturs completed a total of 280 Conference
Report Forms throughout the first year of the project. As the data
emerged from the forms, four major categories of themes developed

(Table 10). They included:



1. Mentor and inductee clearly discussed the inductee's problem.

?. The mentor and inductee shared the same concern.

3. The mentor clearly addressed his/her own concern.

4. Unclear as to whether the concern addressed was that of the
mentor or the inductee.

Five topics were evident across all four categories. They
included discipline, instructional management, staff relations,
personal needs of teachers, and materials. Four areas were the
highest in percentage across all four categories, including
personal needs of teachers (11% of the total), staff relations
(70%), subject matter concerns (9%), and discipline (8%).

Two of the Conference Report Forms did not fit any of the four
categories. One addressed the effectiveness of a speaker during an
Induction Project workshop. The second was a negative reaction by
an inductee concerning the presentation by a professor on inquiry.
In this second situation, the mentor indicated how badly she felt
because she was a member of the planning committee and had assisted
in developing the program.

umplications for Improving Veacher Education

Insights shared on Conference Report Forms provided information

about the the process of conferencing between mentor and inductee
dyads. They provided a vehicle through which each member of the
dyad was able to explore concerns/needs/problems and the forms
established a means to express frustration and sometimes anger.
Teacker educators would be well-advised to consider using this

instrument in their student teacher/cooperating teacher
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relationship. Such an instrument would first promote the type of
discussion which would allow both teachers to share concerns about
teaching and/or their relationship and second would provide
structured time to develop strategies for addressing the problems.
Not only could the student teachers benefit from such a strategy,
but so would cooperating teachers as they directly focused upon the
impinging concerns of the student teachers.

The 1ist of concerns/needs/problems which were identified by
mentors and inductees with this instrument could inform strategies
for teacher educators charged with developing curriculum for
preservice education. In addition, preservice teacher educators
enlisting the assistance of mentor teachers whether in the capacity
of assisting beginning teachers or student teachers could utilize
the findings from mentors to address the concerns of experienced,

practicing educators.

Question 9: Can mentor and inductee teachers be prepared to execute
muiti-focused action research projects? What is the nature of such

projects?

1. Sample
Eighty-eight classroom teachers participated in action research
projects (Appendix B-9). Forty teachers were at the elementary
level (K-5 and Learning Disabilities). Thirty-eight of the
teachers taught at the middle school (6-8) level and ten were from
the high school.

2. Methodoloay
During the second year of the Induction Program, teachers involved

in a graduate course offering were required to complete an action
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research project. This project was intended to be a collaborative
effort with the mentor assisting the inductee in the design and
conduct of a short-term, focused study.

The primary purpose of the action research project was to
further develop the mentor and inductee's professional expertise
and judgment, and to increase their urdcerstanding of teaching and
schooling. A secondary purpose was to contribute to a productive
and harmonious working relationship between mentor and inductee by
having the dyads work together to understand and improve some facet
of teaching or schooling.

Dyads were given the winter and spring quarters to complete
their action research projects. Guidelines (explicated in
instrumentation) were outlined for participants completing
projects. Texts by Hopkins (1985) and Haysom (1985) were utilized
as possible means of collecting data within the teaching or school
setting. Although mentors and inductees were encouraged to work
together, some chose to work alone and others chose larger groups
enabling them to provide a more indepth study of a particular
aspect of schooling.

Instrumentation

Action research as espoused by Carr and Kemmis, Hopkins, and Haysom
was the framework upon which the action research project guideiines
were built. Such a process includes a spiral of plannin~, acting,
observing, reflecting, and recycliny, if necessary.

Five criteria were set forth for the action research project

(Appendix B-9). First, it was to have practical utility and be a
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matter of personal interest and importance to the ‘eachers
involved. Second, it was not to interfere with or distract from
the teaching commitment. Third, it needed to be feasible. Fourth,
it was to be designed carefully enough to test a problem or
question(s) raised by the teacher. Last, it needed to pay close
attention to ethical procedures.

Seven steps were involved in writing the action research reports.
The project includea a statement of purpose identifying what the
project was .rying to understand. A brief rationale was to be
included indicating why the chosen aspect of teaching and learning
or school context had been selected for study. Teachers were to
briefly describe the action research design and attempts to
vialidate the data or information collected was to be shared. Data
interpretation and a plan of action were to be discussed after
reflecting on the data collected. A brief evaluation was to be
included reviewing the major benefits of the endeavor.

Results/Findings

The table below and those in Appendix B-9 arv illustrative of the
findings of the analysis of the action research projects. Their

importance will be discussed in further detail in the following

section.
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Table N

Topic Analysis

Elementary N=15

I. Discipline: Classroom Management

Specific Topics:
Diagnosing and correcting student behavior
Discipline; classroom atmosphere

)
)
) Rewarding appropriate behavior
)

1
2
]
1 Motivating students to complete work

Total projects dealing with this topic: 5§

II. Subject Matter
Specific Topics:
2) Creative writing
1) Basal versus literature approach
1)  Student selection of spelling words
1) Promoting love of reading
1)  Homework

Total projects dealing with this topic: 6

I1I. Communication
Specific Topic:
1) Between classroom teacher and LD teacher

Total projects dealing with this topic: 1

IV. Instruction
Specific Topics:

1)  Students understanding of teacher's objectives
1) Learning channels and student retention

Total projects dealing with this topic: 2
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V. Home
Specific Topics:
1) Television versus study time

Total projects dealing with this topic: 1

Middle School N=18

I. Discipline: Classroom Management
Specific Topics:
1) Discipline; detention process
13 Peer tutoring to improve behavior and academics
1) Clean-up procedures in lab
1) Classroom management and discipline procedures
1) Reward system; behavior modification
1)  Reward system for EMR
Total projects dealing with this topic: 6
II. Instruction
Specific Topics:
1) Ledarning styles
1)  Student opinion of class activities
1) Common understanding of teacher's goals
1)  Individual versus group work
Total projects dealina with this topic: 4
III. Faculty Communication
Specific Topics:

1) Developing a checklist for LD teacher from regular teacher
1) Faculty relations and teacher morale
1)  Job description (guidance teachers)
Total projects dealing with this topic: 3
IV. Subject Matter
Specific Topics:
1)  Homework

1)  Computer and student writing
1)  Theme units in reading class
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Total projects dealing with this *opic: 3
V. Student Self-Concept
Specific Topics:
1)  Attitude of self-worth
Total projects dealing with this topic: 1
VI. Time Management
Specific Topics:
1)  Time management of duties and respensibilities of teachers
Total projects dealing with this topic: 1
High_School N=4

I. Home

Specific Topic:

1) Television versus study time

Total projects dealing with this topic: 1
II. Subject Matter

Specific Topic:

1) English college preparation versus general English

rotal projects dealing with this topic: 1
III. Discipline; Classroom Management

Specific Topic:

1) Off-task behavior of one student

Total projects dealing with this topic: 1
IV. Student Retention

Specific Topic:

1) Intervention for at-risk kids
Total projects dealing with this topic: 1
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Discussion of Results

Eighty-eight teachers completed a total of 36 acticn research
projects (Appendix B-9). Teachers at all three levels, elementary,
middle, and high school fulfilled their commitment to the projects.

A variety of topics was explored at all three levels (Table
6). Elementary teachers inquired about a number of topics
including discipline/classroom management, homework, and the
reading and writing processes. Middle school teachers were
interested in discipline/classroom management, lab procedures, and
the impact of the computer on students' writings. Cne teacher at
the high school did a case study of one child in her learning
disabilities classroom and another was interested in looking at the
attitudes of students .aking college preparation courses in English.

The most prevalent topic for study at the elementary level was
in the category of subject matter (Table 11) with discipline and
classroma management a close second. At the middle school, the
most researched topic was discipline/classroom management, but no
predominant topic was focused upon at the high school level
(probably due to the small number of participating teachers).

The majority of teachers felt they had benefitted from the
research. As one research team indicated:

We view this project as being both beneficial to us as

teachers and team leaders, but to the administration as

well. An additional benefit of this project was that the

two participants got to work together on a matter of

mutual concern.
Another team stated:

A11 in all, we were pleased with the results of our

action research project. We cannot wait to start u»
again next year!



Our conclusion based upon these insights is that teachers can
acquire skill in executing multi-focused action research projects.
They enjoy their .tork and can explain unanticipated outcomes.
Teachers are interested in varied aspects of their teaching and
their schools. They searched in earnest for better ways to
discipline, assign homework, and provide a classroom atmosphere
whereby everyone could learn. Teams were dedicated to their tasks
and were able to state clearly their findings and their
conclusions. Several indicated they would continue to do action
research in their classrooms and enjoy it.

Implications for Teacher Education

The most valuable implication for teacher education is that
teachers can learn to inquire into their own practice. However,
they need guidance and reassurance that their work will not be
scrutinized or ridiculed by statisticians or other university
researchers. Through such nurturing, teachers can come to enjoy
such & process and find the assistance of another teacher in the
endeavor extremely helpful. As one mentor commented:

. I wish I'd had a mentor nineteen years ago when I
started my teaching career. It seems to be a much more
comfortable arrangement to have a specific person to go
to when you need help or have questions about procedures.
Preservice teachers can be taught a simple seven-step process

based upon the action research spiral which can help teachers
improve their practice and become more aware of what is happening
in their classrooms. If su.h a process is taught to preservice

teachers and if they are expected to utilize such a process in

their preservice teaching endeavors perhaps they will be more apt
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to use the spiral when they become inservice teachers. However,
teacher educators must provide support for those attempting this
endeavor. This can be accomplished through teams of preservice
teachers working collaboratively to collect data regarding each
other's teaching or through mentors who can provide feedback and
information to the teacher.

Ultimately, the greatest resource is modeling. The teacher
educator who models the inquiring attitude into his or her own
teaching practice will make a great impact upon Sstudents of

teaching.

Question 10: Are teacher leaders able to acquire reflective
capabilities whereby they can differentiate their leadership experiences?

].

Sample

Twenty-five teachers from all grade levels serving as members of
the Teacher Leader Cacre in the Induction Project wer2 asked to
complete the survey. Seventeen of the Cadre members completed and
returned the surveys to the project director.

Methodoloqy

At the conclusion of the third year of the Induction Project,
teachers serving as Teacher Leader Cadre members were asked through
a Likert scale survey (Appendix B-10) to respond in a reflective
manner toward certain statements regarding their role as teacher
leaders and as reflective practitioners. Teachers were encouraged
to make additional comments for each statement, if they so desired.
Surveys were mailed to each Cadre member with a letter of

explanation and were requested to complete the form and return it
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with any additional comments to the project director prior to June
10, 1988. A return, stamped envelope was also included with the
survey, enabling teachers to return the instrument quickly and
efficiently.

Instrumentation

The Teacher Leader Cadre Questionnaire was developed by the
Induction Project staff for the purpose of determining the
effectiveness of the two-year training program to prepare teachers
for leadership roles within their district. In addition, the
survey was to enable project staff to determine the reflective
capabilities of the Cadre members and their perspective of their
personal growth in this area.

On the cover page, we requested Cadre members to provide us.
with information as to their years of involvemcat in the Induction
Project and their role(s) during those year(s). In addition they
were requested to give us feedback regarding the five domains of
knowledge which guided our project (did they know of others which
should be included) and which components of the project were the
most significant--from their perspective.

The remaining section of the survey included twelve
Likert-scaled statements which teachers were requested to respond
to that best fit their perception (from .-stroigly disagree to
5-strongly agree). A section for comments fcllowing each statement
was al.o included. Question 13 was not based on the Likert Scale,
but asked Cadre members how they planned to continue their

professional development.
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4, Results/Findings

The following tables summarize the findings from the questionnaire
given to the Teacher Leader Cadre at the conclusion of Year 3 of
the Induction Project. Their implications will be discussed more

thoroughly in the follov .y sections.

Table 12

Survey of Teacher Leader Cadre

I. Average number of years in the Induction Project - 2.3
II. Roles Assumed
14 served as mentors
2 served only as Cadre membe:
2 served as inductees in Year 1
. 2 served in all three roles (mentor, ir.uctee, Cadre member)
I*1. Other domains of knowledge they felt important to include
5 did not respond
9 indicated that the five were quite complete
3 made comments/suggestions (eg. time commitment, knowledge of
supervision, curriculum)
IV. Most significant component of the project from their perspective

Five major categories emerged from the comments:

A. Induction .
B. Collegiality

C. Specific Skills

D. Inquiring Professional

E. University/School Collaboration
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6.

12,

5.

]]0

Table 13

Analysis of Survey Statements

Statement and Number

I have found that being closely involved with my
colleagues in the TLC and in my district has been
motivating to me as a professional.

I have requested and have been provided release time
this year to fulfill my responsibilities to mentors
and inductees.

Participating in the TLC has helped me
grow professionally.

. Collaboration between 0SU and the Franklin County

Local School Districts has played a valuable role
in developing teacher leadership in my district.

My attitude toward inquiry and classroom
research has become more positive since my
involvement in this program.

The Local Education Association has been supportive
of my Teacher Leader endeavors.

I have changed my own teaching strategies
as a result of my involvement in this program.

Because of my involvement in this program,
I have begun to utilize educitional research
in my classroom planning and instruction.

I utilize inquiry anc¢ reflection in my classroom
practice to a greater degree now than I did prior
to my involvement in the Induction Project.

As a teacher leader, I am recognized as an expert
in my district and/or building.

My expertise as a Teacher Leader has been utilized
within my district/building for staff development

The following people have been supportive of my role:
building level administration
district level administration

peer teachers
others
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13. Please indicate how you plan to continue your
professional growth in the future.

obtaining advanced degree(s) 65%
conducting workshops 53%
implementing grants 53%
presentations at conferences 29%
writing for publication 24%
others:

taking courses and reading

teach eiducation courses at the college level

continue activities with local teachers' association

imolementin3 and refining entry year programs for the Franklin

County low-!ncidence handicap program.

5. Discussion of Results
Seventeen of the twenty-five Cadre members returned the survey
questionnaire (68% return rate). Considering that the survey was
administered at the end of the year when teachers are try’ng to
ready themselves, their classrooms, and their students for the
summer, we felt that this was a substantive number of returns.

The summary of responses on the cover sheet (Tab]e 12)
indicated that the average number of years of involvement by Cadre
members in the Induction Project was 2.3, with eight teachers
having been involved for the entire three years (47%). These
teachers played diversified roles during the three years, with the
majority of them having served as mentors and two having been
inductees who continued on to become members of the Teacher Leader
Cadre. Two teachers had served in all three roles as inductee,
mentor, and Cadre membey.

Since five teachers did not respond when asked what additional

domains of knowledge should be included in an induction program, we

felt that they believed the five explicated were indicative of
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their thoughts. The majority (9) specifically indicated that the
five domains were "complete" or that we had "covered them." The
ihree comments we did receive were somewhat off the topic. For
example one said time commitment (which was a prevalent concern for
most dyads), one indicated a need for supervision knowledge
(perhaps she missed that session), and one commented about
curriculum or school-wide thinking (which was not understandable n
terms of the question).

Cadre members had specific ideas about the significant
components of the Induction Project. Their perspectives fell into
five major categories: dinduction, collegiality, specific skills,
inquiring professionals, and university/school collaboration. Four
comments addressed induction, working with inductees and pairing of
mentors and inductees. As one teacher stated:

This kind of support [mentor-inductee dyads] has been I

believe invaluable in building comraderie and a

successful teaching experience for the inductee.

Five teachers' comments addressed the notion of collegiality
as being a significant component of our Induction Project.

Teachers enjoyed meeting and discussing issues with other teachers
and they felt that the psychological support offere& through the
project was significant. One teacher commented:

Psychological support: without it the other four

components of our project would not be met. The support

of a fellow teacher then helps the inductee to focus on

district needs, feel comfortable in observations and

conferencing, and provides the opportunity for meaningful
reflectivity.
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Five comments also addressed the category of specific skills
which teachers had an opportunity to learn and practice. Teachers
felt the areas of conferencing, classroom processes, and
observation were especially L:Ipful in developing their skills and
understanding as district leaders.

Four comments addressed the notion of the inquiring
professional. Teachers contended they were given an opportunity to
“look at" their own teaching or to "take a look at my own teaching,
evaluate it and determine why I do what I do." Those activities
which were based on reflectivity were seen as especially helpful in
focusing teachers' ideas toward not only mentoring, but toward the
entire educational process. Cne teacher explained:

Reflectivity: personally the activities based on

reflectivity helped focus a 1ot of what I've been doing

in my master studies! Thank you!

Although only three commenits were directed toward the category
of university/school collaboration, they were very pcwerful in
suggesting that our collaborative attempts were well accepted and
invaluable from these teachers' percpectives. One teacher believed
that the moral support provided by the project director and staff
as she and her colleagues developed a grant proposal were
"significant" and "gave us the courage to contirue." A second
comment was extremely powerful:

Linkage between OSU and the school districts has been

very important. They have helped provide leadership and

guidance throughout the program. I believe that this was

to our mutual benefit. We have all grown both perscnally

and professionally thrcugh this association. I hope that

in the future they will be able and willing to provide us
with quality programs such as this.
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We can see how teachers responded to the survey (Table 13) by
looking at the five statements which they most agreed with (5 on
the scale) to the two statements with which they most disagreed (1
on the scale):

4,7 1 have found that being closely involved with my colleagues in
the TLC and in my district has been motivating to me as a
professional.

4.6 1 have requested and have been provided release time this year
to fulfill my responsibilities to mentors and inductees (65%
had not requesteu).

4,5 Participating in the TLC has helped me grow professionally.
4.4 Collaboration between OSU and the Franklin County Local School
Districts has played a valuabie role in developing teacher

leadership in my district.

4.1 My attitude toward inquiry and classroom research has become
more positive since my involvement in this program.

3.2 As a teacher leader, I am recognized as an expert in my
district and/or building

3.1 My expertise as a teacher‘leader has been utilized within my
district/building for staff development
Teacher leaders appear to agree that collegiality is not only

important, bu’ it motivates them as professionals. They also

tended to agree that their districts were not particular.y
supportive of their endeavors and they would 1ike to see that

changed. In fact, they appeared to feel that the local teachers'

-

135



unions valued their expertise more than school administration
(several of the Cadre members were either LEA presidents or
past-presidents).

We found that 65% of the respondents had not requested any
release time to fulfill their leadership responsibilities. Whereas
those who d1d, tended to feel that they were supported because they
were usually granted the release time when they sought it.

One of our purposes was to develop inquiring professionals.
Although we encouraged this process through the use of a variety of
reflectivity instruaents, we were amazed when Cadre members
addressed reflectivity when asked about changes in their teaching
strategies. They said such things as "I am definitely reflecting
more about teaching, students, etc." and "Reflectivity,
especially, has helped me to examine my own strategies." When
asked fbr comments about attitudes toward inquiry and classroom
research, one teacher leader articulated:

I now find myself referring to research, reading more

reseairch, and supporting practices with research.

Amazing!

We believe the actual words of teachers involved in the Induction
Program over an extended period of time in leadership situations

speak more persuasively for our project and what was accomplished
than any statistical analysis. Teachers were pleased. They had

been put to the test and had seen it through. They were proud of
their endeavors and proud of their affiliation with The Ohio State
University. The project director has received individual letters

from some of the Cadre participants (see example, Appendix B-11)



which continue to espcuse the worth of this project to local
teachers looking for leadership opportunities, but not wanting to
become administrators.

Although the Teacher Leader Cadre was an unintended outcome
for us, we believe we have probably impacted more positively upon
this group of teachers than with any other. They were twenty~five
eager, willing, and able people who wanted to be challenged and
developed to their fullest potential and who wanted to become more
inquiring professionals.

6. Implications for Improving Teacher Education

The words of the Teacher iLeader Cadre members speak for
themselves. The implication is that teachers (whether preservice
or inservice) need to he challenged and want to develop as
'reflective. inquiring professionals. Teacher educators have the
responsibility to teach these skills in preservice‘education
ccurses. However, their responsibility does not end there. They
must continue to seek collaborative arrangements with local school
districts in order to professionally develop the large number of
inservice teachers who are waiting and wanting a challenge which

cannot be‘gained through any other means.

B. Implementation Outcomes

Question 1: What is the process for the institutionalization of a
beginning teacher assistance program in _the participating districts?

Our major responsibility of this project has been to assist the five
local districts in their efforts to institutionalize the program of

inducting beginning teachers into the profession. We have attempted to meet
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this responsibility through two major endeavors: a) the training and
support of mentor teachers and b) the training and support of the Teacher
Leader Cadre.

A governance board was initiated at the beginning of the project to
oversee the development and implementation of the Induction Project. This
cp]]aborative group of educators included mentors, inductees, Cadre members,
various district and county office personnel, and university faculty charged
with the responsibility of developing the induction program.

Ultimately graduate level courses were developed for mentors, inductees,
and Cadre members for training and support of their endeavors. During the
last two years of the project, Teacher Leader Cadre members were trained in
A variety of leadership strategies wh*'.h would be useful to their districts
in the institutionalization process. Cadre members worked in district-level
groups to develop a plan for the induction of beginning teachers in their
districts. In turn, they assisted superintendents in developing steering
committees in each district to direct and develop induction programs.

Cadre members assisted the project director during the second year of
the program in the training of mentor and inductee dyads in such areas of
interest as classroom management and elements of effective instruction.
During the third year, Cadre members had the sole responsibility for the
training and support of the mentor and inductee dyads in their districts

while receiving continued training and support from the project director.

Question_2: What is the design and delivery of a mentor training
program?

Two specific areas were developed for mentor training. The first

included direct training of mentois by the project director. The second was

the training of mentor trainers by the pi'oject director.
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A) Mentor Training. A thirty hour intervention was developed by Dr.

Nancy Zimpher and Or. Kenneth Howey for the training of mentor teacher
leaders. This was implemented in one of two ways, either through one
ongoing quarter-long graduate course or through a one-week workshop during
the summer, in both cases delivered at a school site. The course was
designed to help teachers develop leadership_capabilties as instructional
supervisors. The focus was on the development and refinement of leadership
roles teachers assume in the supervision of preservice students and
beginning teachers in en.ry year programs.

Four major objectives were developed:

1) to enable participants to assist other teachers in a harmonious and
productive manner;

2) to provide multiple perspectives for systematically inquiring into
classroom practice and a variety of str-.cegias for critically
analyzing and reflecting on these practices;

3) to provide opportunities to refine supervision and conferencing
skills; and

4) to examine local, state and national iszues associated with
professional development.

B) Training Mentor Trainers. The training of trainers took place in

week-long training sessions during the summer for those interested in
training mentor teachers ir their home district. These were conducted in
collaboration with the Ohio State Department of Education and were held at
various state parks ac.oss Ohio. DOr. Zimpher and Dr. Howey with the
assistance of several State Department consultants developed the workshop

and utilized various strategies for implementation.

-68~

139



On the first day, participants were led through a series of
presentations beginning with a panel addressing such topics as mentoring,
determining the characteristics of mentors and variations in the role to
developing criteria for mentor selection and procedures for selection.
Thereafter, the workshop focused upon leadership, problems of beginning
teachers, adult development, observation and conferencing, and

practice-centered inquiry.

Question 3: How do you create and provide engoing support for a Teacher
Leader Cadre?

The Teacher Leader Cadre (TLC), a conception of Dr. Shirley Scholl,

assistant superintendent at the Franklin County Board of Education, was
instituted during the second year of the Induction Project. Experienced
teachers wanting to participate were asked to complete a form requiring the
signature of the Local Education Association president. the building
principal, and the district superintendent. These teachers were provided
training and support for leadership responsibilities through two graduate
level course offerings separate from those offered to mentors and inductees.
At the beginning of the third year of the Induction Project, additional
teachers within the local districts were invited to become a part of the
Cadre. A1l but one teacher, who moved to another city, rejoined the Cadre
and several teachers joined as new additions. The group totaled
twenty-five. Ouring the summer prior to the third year, Cadre members
received a week-long training program by Dr. Zimpher and Dr. Howey to assist
them in institutionaiizing the program in their local districts during the
third and final year of the project. They developed a plan for their five

districts for the purpose of inducting new teachers into the profession and
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developed guidelines for establishing individual local district steering
committees, including membership criteria, for the following year.

Cadre members now serve on the local steering committees, are
responsible in many cases for the training of mentors, and are taking on
other leadership and training roles within their districts. Several of the
members applied and received funding for local grants to implement their own
action research projecté. Many others plan to continue their development by

obtaining advanced degrees at a variety of universities within the area.

Question 4: What are the designations of roles and responsibilities for
mentor teachers and teacher leaders?

A) Mentor Tasks. We described the mentor-teacher as an experienced
teacher who was a master of the craft of teaching and was personable in
dealing with other teachers. The mentor was viewed as an empathetic
individual who understood the needs of the mentorship role. The
teacher-mentor was to be a supportive advocate for the beginning teacher and
we took care to insure the role was not seen as that of an evaluator and
that the mentor had no part in hiring or firing decisions. Mentor teachers
were to support their novitiates in a number of ways. First, mentor
teachers were to provide their inductees with information regarding district
procedures and guidelines. They were to provide new teachers with
psychological sunport for both professional and personal concerns. Mentors
were to provide assistance with classroom processes such as classroom
management and individualized instruction and to support inductees through
observation and conferencing. Last, mentors and inductees were to
participate in reflectivity activities enabling them to inquire into their

practice and determine strategies for improvement and change.
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B) Teacher Leaders. The role of the Teacher Leader Cadre was to assist

in the training of the mentors and inductees. During the second year of
meetings with the mentors and inductees, Cadre members assisted in
conducting small group svssions on various topics such as classroom
management and discipline. They also worked with mentors and inductees
within their individual districts on similar topics delivering short
workshops and discussion sessions.

During the third year che Cadre assisted in the development of their
individual district's plan for institutionalizing the process of induction.
They also assisted the mentor and inductee dyads within their district. 1In
addition, a number of Cadre members assisted the project director in
gathering data for the Induction Project, thus receiving stipends in varying

amounts for their additional responsibilities.

Question 5: What is the designation of “new teacher?"

For this project, we have eefermined three definitions for the
designation of the term "new teacher." This term was broadly applied to
indicate three classifications of new teachers: a) those assuming a first
year teaching assignment, typically immeu.ately following graduation and
serving under the provisional certificate; b) teachers who have had some
teaching experience but who have been on leave from teecking for a number of
years and who upon returning to the classroom may experience some reentry
problems; and ¢) teachers who are assuming major new substantive assignments
as a result of recertification and significantly i.ew teaching assignments.

Category A is the most typical definition of the new teacher; that is,

one who has most recentiy graduated from an institution of higher education
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with a degree in either elementary or secondary education, including special
education areas. Typically they are experiencing their first year as a
certificated teacher. Category B involves teachers who have taught for a
number of years, but are returning to the classroom following an extended
leave, for example child care or illness.

‘Category C was significant since many school districts are experiencing
a reduction in force therefore causing many teachers to obtain
recertification in another area and/or to move to another building or grade
level within the district or another district. It was not unusual to find a
secondary-trained person beginning their first year as an elementary teacher

in a new building or a new district from the one previously occupied.

Question 6: How are comprehensive needs assessments designed and
conducted for'beginninq and mentor teachers?

A needs assessment instrument was developed to assess the local needs of
teachers who participated in the pilot year project (Appendix B-7). We
believed that there were other benefits to local data collection and needs
assessment activities beyond the research findings thet are apparent in the
extant literature. First, we were concerned that our participants perceive
their own involvement in the generation of a substantive agenda for the
project. Second, we collected data from an additional population, the
mentor teachers, who could sha~e with us the kinds of support they needed to
serve in their roles as mentors.

We used the developmental frameworks proposed by Veenman (1984) and the
concerns mest frequently cited in the Loadman (1983) studies to formulate
the behaviorally anchored ratings scale (BARS; Witkin, 1984) that

constituted the design for our data collection. Respondents were asked to
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rate not only their conception of their performance against specific
behavioral items, hut also their ult*mate desired accomplishments in these
areas so that we could identify the degree of the gap between the behavior
they believed they actually exhibited and the behavior they would ideally
1ike to exhibit. The identification of mentor and inductee concerns helped
formulate the program agenda for the 1985-86 year.

Question 7: What are the gquidelines for developing and conducting
action research projects as a reqular part of an entry-vear program?

Guidelines for an Action Research Project (Appendix B-9) were developed

for mentors and inductees participating in the second year of the Induction
Project, for which they received graduate level credit. The project was
developed based upon the work of Kemmis and McTaggart (1984).

There were two purposes for the Action Research Project. The first
purpose of the prqject was to further develop the professional expertise and
judgment of teachers and to increase their understanding of teaching and
schooling. A second purpose was to contribute to a harmonious and
productive writing relationship between mentcrs and inductees by having them -
work together to understand and improve some facet of teaching or
schooling. Action research was defined as a personal attempt at
understanding, as trying out an idea in practice and reflecting on the
effects of such with a view of improving or changing something important to
the teacher.

Five criteria were suggested for deciding un a classroom research
project: a) it should have practical utility and be a matter of personal
interest and important to the teachers involved; b) it should not interfere

with or distract from the teacher's main responsibility of teaching; c) it
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should be feasible; d) it should be designed carefully to test a problem or
question(s) raised by the teacher; e) it should pay close attention to
ethical procedures.

Seven steps were explicated for the development of the Action Research
Project. There should be a statement of purpose and a rationale for what is
being studied. An action research design which included the problem,
practices or conditions of what will be studied, the hypothesis and the data
collection strategies were to be part of the project. Data were to be
validated and interpreted, thus resulting in the development of a plan of
action. The final step included an evaluation of the action research plan

and a review of the major benefits of the project.

Question 8: Can we design a manual or quidebook to assist mentor
teachers in their work with beqinning teachers? (Rowley, in press)

A guidebook (Appendix B-4) was designed to assist a professional
development team (concerned with induction) ook at, experiment with, and
reflect on the teaching »nd le. ‘ng environments as they exist at the
school district and school building leveis. An ecological perspective was
taken in the development of this guidebook because it was felt that these
environments and the forces that influence them are complex and dynamic in
nature.

The guidebook contains a series of activities in which mentor and
inductee dyads can participate in order to become more familiai with the
five domains of knowledge: district needs, psychological support, classroom
processes, observation and conferencing, and reflectivity. The first
section entitled "Joining the Team" provides activities which allow the

teacher leader to concider the importance of how beginning teachers are
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welcomed into their new work environment and introauced to their new
colleagues. Various checklists are included as well as a survey to
determine the teacher's philosophy of education.

The second section entiled "Building the Professional Development Team"
provides opportunities for the dyad to build interpersonal relatiuns which
can be strengthened and maintained over time. Five areas are addressed in
this section: 1) personal conflict resolution; 2) accepting of oneself and
others; 3) communication; 4) trusting; and 5) self-disclosure. Activities
include such areas as the Johari Window and the friendship reiations survey.

Section three "Looking and Learning: Promoting Professional Development
through Observation and Supervision" suggests a number of activities to
assist the dyad in developing a more comprehensive undarstanding of
observation and conferencing which can contribute to an expanded
understanding of classroom processes. The readings and activities suggested
encourage the dyads to think about the use of specific observation and
supervisory skills which can be used not only to promote professional growth
but to enrich professional relationships as well. The wbrks of Glickman,
Garman, Acheson and Gall and others were utilized in developing this
component of the guidebook.

The final section "Reflective Thinking: Developing a Critical
Orientation" is concerned with the process of reflection and is intended to
assist mentors and inductees in exploring a variety of methods that can help
promote the development of the reflective practitioner. The readings and
activitizs are designed to lead the mentor and inductee to a fuller

understanding of the nature, process and power of reflection. Based upon
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the notion of reflection as determined by Dewey, this section is intended to
promote an open-minded and wholeheartedness regarding the world of teaching
and learning. Activities were developed from the work of Curwin and Fhurman.

Question 9 Can we design and implement a doctoral level program in
professional development at The Oh*, State University to prepare teachers

for advanced leadership opportunities?

As a result of our efforts to include leadership training for

experienced teachers at various levels, a post-baccalaureate program in
professional development has been designed (Appendix B-12). The program
area of Curriculum and Instruction has been expanded to include a series of
five core courses in professional development beginning in the fall of
1988, These five cecurses will be offered as a sequence in the area of
Curriculum, Instruction, and Professional Development in the Department of
Educational Policy and Leadership. Each course will be Jescribed in further
detail in the following paragraphs.

ED P&L XXX Career Patterns and professional Development of Teachers

This is the introductory course in the sequence of courses concerned

with the professional development of teachers. It provides an overview of
professional development, especially the continuing education of teachers.
It examines relationships between how teachers are prepared initially, their
formal or informal induction and socialization into teaching, and their
patterns of continuing professional development. Patterns of professional
development are also analyzed as they relate to recruitment and selection
pelicies and procedures. Teachers, for example, are recruited into very
different types of certification models and selected by very different
criteria for very different positins. Career ladders and lattices are

examined as they represent professional development initiatives by extending
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initial preparation for beginning teachaers and offering leadership roles in
professional development for experienced teachers. In summary, the course
allows the student to reflect on different patterns of professional
development appropriate to different teachers at various stages of their

career.

ED:P&L XXX Alternative Conception of Professional Development

This s the second course in the sequence of courses concerned with the
professional development of teachers. It offers critical analyses of the

major purposes of professional development and the various formats in whic

these purposes can be achieved. It examines especially the conceptual
underpinnings and concepts of research which support models purported to
meet these different purposes. Major purposes beyond pedagogical
development which are addressed include: personal development (especially
in terms of knowledge of adult growth and change over time), organizational
functioning (especially in terms of the social systems and culture of
schools and classrooms), theoreticai development (especially the disposition
and ability to inquire into and reflect on practice), broadei professional
growth, and career planning and development. Selected formats, among the
variety which can be employed to advance these purposes are also examined
including variations in clinical observation, organizatinal development,
action research, case study, team teaching, child study methcdolog,, teacher
centers, teacher advisories, and coaching. In summary, the course a]lbws

the student to analyze interrelated dimensions of professional development

and to reflect on why and how alternative conceptions or aspects are

stressed in different contexts.
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ED P&i_XXX Designing Programs of Professional Developmental

This is the third course in the séquence of courses concerned with the
professional development of teachers. It is concerned with the design of
coherent and comprehensive programs which can accommodate the interrelated
purposes and formats addressed in the second course. It examines what a
person in a leadership rolz in professional development can do to effect
such critical structures and processes as governance bodies and strategic
'decision-making, general management and maintenance, multiple forms of
diagnosis or needs assessment, developing resource banks, securing funding
and public support developing and implementing short and long range agendas,
coordinating professional development with other curriculum and
instructional activities, gathering formative and summative assessment data,
researching the program and throughout invelving teachers in leadership

roles.

ED P&L XXX Issues and Problems in Professional Development

This course is taken in the second year of the program and serves as a
foundation and guide for the practicum or internship experience. It builds
on the program design course by focusing specifically on the major issues
and problems attendant to implementing a program of professional
development. These include coordination of diffei:ent role-types, finding
release time and other incentives for participation, contract negotiations,
and identifying and preparing teachers as staff developers. Thus, the
course provides multiple examp es of legal statute rule, and regulation,
contract language, and school and district policies that enable the

conditions and procedures addressed in ED: P&L XXX. It provides a variety
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of simulated problem-solving activities to address critical issues.

Whenever possible it draws upon research which supports program design
considerations such as basic change strategies. It involves experienced
staff developers who have addressed different issues. The ccurse structures
the practicum or internship accompnaying or following the course on setting

priorities for a major problem(s) to be addressed.

ED: P&L XXX Internship in Educational Development

Bulletin 1isting: (Internship experiences in research, development, or
evaluative settings). The internship experience in professional development
will vary from one to three quarters in year two and from three to 12
credits. It will in some cases, be attached to students who took the core
three course sequence during a year's leave and have now returned to their
own setting. Hopefully, however, in most instances it will be an
opportunity to work with the outstanding staff developer for various periods
of time in a sgtt1ng other than where they were employed. Weekly meetings
relating these experiences back to the core sequence generally and to the
resolution of problems identified in the problems and issues courses

specifically will accompany these structured field experiences.

Question 10: Can we design and impiement a reflectivity packet to
encourage a disposition toward inquiry and reflection among teachers?

A reflectivity packet (Appendix B-13) was developed as an ongoing
project throughout the three years of the program. The packet contained
eight documents which provided opportunitizs for teachers to "look back"
upon their experiences and either use those experiences or the experiences

of another (mentcr/inductee) to decide to make changes or not make changes
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in their personal and/or professional life/practice and/or in their
theoretical persbect1ves.

The documents included a conference report form, a force field problem
analysis, a critical event form, logs and journals, the minute paper, the
self-interview, the action research p.'oject, and the development of
reflective teaching lessons, mentor and inductee vignettes, and moral
dilemmas. Mentors and inductees utilized a variety of these instruments
either together or separately to inquire into their teaching practice and in
some instances to make sense of certain personal situations w.ich were
affecting their teaching.

Teachers were encouraged to complete the various activities through the
requirements of course credit ofrerings during the three years of the
project. Participants were also encouraged to provide reflective
information through the use of various surveys anu questionnaires which
called upcn them to describe their reflective processes and their roles as

district-level leaders (Appendix B-14).
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Part C: THE PRACTICE PROFILE

I. PROJECT DEMOGRAPHICS
A. Teacher Characteristics:

Sixteen university faculty and consultants were involved in the first
two years of the project development and implementation. Their areas of
expertise included curriculum, instruction, teacher education, staff
development, educational psychology, professional development, and research.

During the first year of development, seventy-one experienced teachers
served as meritors to beginning teachers. Twenty of the mentors were from
the high school level, fourteen from the middle school, and thirty-seven
were elementary teachers. Eighty-one entry-year teachers were paired with
mentors. Twenty-four of the noviates were at the high school level,
nineteen taught middle school, and thirty-eight were elementary teachers.

In the second year, there were 48 experienced teachers serving as
mentors and 52 teachers at the entry-year level. Forty of the participants
were middle school, forty were elementary, eighteen were high school
teachers, and two were administrators.

During the third year of the project, our numbers of mentors and
inductees declined due to cut-backs in teacher hirings by the local
districts. There were tweniy-one experienced teachers who served as mentors
and twenty-one entry-level teachers.

The Teacher Leader Cadre (TLC) was formed during the second year and
consisted of twenty-one classroom teachers and one elementary principal
representing grades K-12 and special education. In the third year of the
project this group consisted of twenty-four classroom teachers and one

elementary principal at the K-12 levels. The Cadre was a group of
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experienced teachers who had served as mentors in the previous year(s) and
were interested in furthering their leadership skills and taking a more
active role in the development of teacher leadership within the individual

districts without becoming administrators.

B. School/District Characteristics:

Five Franklin County Local School districts participated in the project
during the first two years of the program, with the Dublir Schools
incorporating and leaving the county during the third year of the project.
These included:

Canal Winchester Local Schools
Dublin Local Schoois

Groveport Madison Local Schools
Hamilton Local Schools

Plain Local Schools

The Franklin County Department of Education (overseer of the five local
distrists) was heavily involved in the program dcvelopment and
implementation process. Groveport Madison was the largest district,
consisting of one high school and one freshman school, two middle schools,
and five elementary schools. Dublin was the next largest, with one high
school, five elementary schools and two middle schools. Canal Winchester
has one elementary and one high school. Hamilton Local consists of one high
schocl, one middle school, and one elementary building. Al11 schools are

locat:d in the Franklin County area surrounding the city of Colum.us, Ohio.



C. Program Orientation:

The program was oriented toward experienced'teachers levels K-12 who
volunteered to serve as mentors to entry-level teachers within their
districts and entry-year teachers who were either new to the profession,
returning from an extended leave, or changing grade levels, subjects, or
buildings. As part of an ongoing collaborative effort between The Ohio
State University and five Frank1in County Local School districts within the
Columbus, Ohio, area, the project was designed for the study of teacher
induction and the process of the professionalization of the teacher.

The project was oriented toward the collection of data which would
inform the entry-year process of teaching such that it could serve as the
design for school districts and universities interested in or charged by
state mandate to develop entry programs. Through better learning how to
meet the needs of beginning teachers, the project also sought to inform
practice and perspectives in the ability of the professional development

continuum from preservice through inservice.
II. IMPLEMENTATION REQUIREMENTS

A. Costs:

The total cost per year to implement the project was approximately
$23,000 total direct costs and $10,000 total indirect costs for approximate
total project costs annually at $33,000. This 1néluded personnel-~the
principal investigator and one graduate research associate--fringe benefits,
travel, telephone, p¢ d4ge, office supp’ies, stipends for teacher leaders

and consultants, and duplication of materials.
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B. Training:

One graduate research assistant received on-site training for the
Evertson Classroom Management Model at Vanderbilt University. In turn, she
trained mentors in the method who likewise trained their inductees. Or.
Zimpher and Dr. Howey provided training for mentors and inductees, and nine
consultants lead workshops for mentors, inductees, and Cadre members. Eight
graduate level cours2s were offered during the three-year project to

mentors, inductees, and Cadre members.

C. Materials/Equipment:

Yeetings were held in classrooms, multipurpose rooms, county office
meeting rooms, and university classrooms across the county. Individual
university faculty and staff brought their research skill and rich resources
in materials, pubiications, literature reviews and access to fugitive and
ephemeral documentation of works in progress to the project. In addition,
0SU has on-line access to all ERIC data bases, dissertation abstracts, and
other professional material entries. The university also has direct access
to the resources of the Ohio State Department of Education Library, the
materials collected through the North Central Regional Educational
Laboratory and, as a member institution of the American Association of
Colleges for Teacher Education, direct access to staff support from the ERIC

Clearinghouse for Teacher Education.

D. Personnel:
The project personnel consisted of the principal investigator, Dr. Nancy

Zimpher, fourteen Ohio State faculty members, one graduate research



associate (doctoral candidate), superintendents from the five locel
districts, the County Officé superintendent and assistant, Local Education
Association presidents from the five districts, eight outside consultants,

and twenty-five Teacher Leader Cadre members.

E. Crganizational Arrangements:

Central arrangements for the organization of the project were
spearheaded by Dr. Zimpher, who worked collaboratively with the assistant
superintendent of the Franklin County Department of Education, 0r. Shirley
Scholl. Meeting places, food for weary teachers, memos, letters and other
forms uf communication were collaboratively developed between the county

office and the 0SuU staff and principal investigator.



PRACTICE PROFILE
Component Checklist
I. Organizing and Maintaining Partnerships

romponent: Planning by Establishing Appropriate Governance Structures

. Ideal Acceptable Unacceptable
* Three interrelated governance boards are * Two interrelated governance boards are * One governance board is established.
'established. established. |
* A program planning group consisting of * The program planning group consisting * The program planning group consisting of
superintendents, LEA presidents, the of superintendents, LEA presidents, superintendents & principal investigator
principal investigator, university the principal investigator and county weets twice a year for program planning.
& representatives, mentor and inductee office personnel meets once each
»'  representatives, and county office quarter.
personnel meets on a monthly basis for
project planning and communication
purposes (1985-88).
* Each of the five local districts * At least two of the districts

establishes a steering committee to meet establish steering committee:.
monthly for the purpose of developing
their own induction programs (1987-88).

* A cadre of teacher leaders meets monthly
to provide assistance and leadership for
the planning and implementation of
individual district induction programs
(1986-88) . :
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Component: Program Development: Conduct of Training Workshops and Leadership Courses

Ideal Acceptable

* Graduate courses for training and * Graduate courses for training are
support are offered each quarter for of fered to mentors and inductees
the three years of the project for involved in the first year of the
mentors and inductees involved in the program and to mentors during the
program. second year of the project.

* Graduate courses are .ffered by the * Graduate courses are offered by the
principal investigator each quarter for the principal investigator twice a
two years to those teachers involved year to teachers involved in the
in the Teacher Leader Cadre for the Teacher Leader Cadre.

purpose of leadership training.

* Project director and other university
‘faculty/staff provide mentor training
and leadership workshops through the
State Department of Education for
school districts statewide and through
individual distric\s, based vpon the
model developed for this project.

161

Unacceptablie

Graduate courses are offered to
mentor and inductees during first
year of project.

Teacher Leader Cadre 1s provided
leadership training once during each of
the two years of {its development through
graruate course credit offering.
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i mponent: A Variety of Personnel have Various

Roles and Tasks for Implementation

ldea)

University faculty and staff develop
and implement graduate courses and
workshops based upon input from mentors,
inductees, Cadre members and the
1iterature on beginning teachers.

The project director, university faculty
and staff, Cadre, and outside
consultants participate in planning and
delivering various activities to
mentors, inductees, and Cadre.

Teacher Leader Cadre members are
utilized to assist & support mentors
and inductee dyad- ..ithin their various
districts for 2 of the 3 years of the
project.

The Teacher Leader Cadre assists in
data collection for thea prnject by
allocating resources to pay stipends
for their endeavo.s.

Mertors are trained in classroom
management techniques by university
staff and consultants, and then train
their inductees.

Project director takes initiative for °
informing a1l participants of the needs
of beginning teachers as identified in

the 1iterature.

163

Acceptable

University faculty and staff develop
and implement graduate courses based
upon the literature concerning the
needs of beginning teachers.

The project director and ouiside
consultain> participate in planning
and delivering various activities to
to mentors and Cadre.

Teacher Leader Cadre members train
mentors in their respective districts
for their roles in working with
begianing teachers for one of the
three years of the project.

The Teacher Leader Cadre assists in
‘the collection of data for the project
on a minimal basis without stipends.

Unacceptable

University staff and project director
develop and implement workshops based
solely on their own perceptions of
beginniry teachers.
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“ Component: Institutionalization of an Entry-Year Program for Beginning Teachers

dea Acceptable Unacceptable

* During fina) year of project, steering * Plans for entry-year programs are * A steering coomittee is formed in only
comittees are established in all five developed in at least two of the one district.
districts as governance boards for districts.
implementing their induction programs.
* Each of the five s*eering committees * Each of the steering committees meet * Comnittee meets less than twice
meet on a monthly basis to make at least twice during the final year yearly.
decisions regarding their entry-year of the project.
programs.
* Teacher Leader Cadre members play an * Teacher Leader Cadre members are called
essential role in the implementation and upon whenever necessary to assist in
decision-making process of each steering the implementation and decision-making
committee. process.
* Each coinmittee consists of the * Each committee consists of the
. superintendent, Local Education superintendent (or his/her
w Association (LEA) president, 1-2 representative), the LEA president,
Cadre members, 1-2 mentors and a and at least two classroom teachers.
representative from each school in the
district.

* Mentor selection criteria, release time,
definition of mentor role, stipends,
topics for programs, and a definition of
inductees are given in each district's
plan.
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Component: University and School-Based Collaboration
Jdeal Acceptable Unacceptable
* The Teacher Leader Cadre, district * District administration, university * Superintendents, county office
administration, university faculty and faculty and staff, and LEA presidents personnel, and university faculty are .
staff, county office personnel, LEA are invited by the project director to invited to participate in planning
presidents, and teachers are invited by be members of various governance boards. committee.
district and university representatives
to be memLurs of various governance
boards.
* Minutes of each meeting of the planning * Minutes of meetings are developed and
group are developed and disseminated to disseminated to all members of the
all members of the committee. planning committee.
* Nentorﬁ. inductees, Teacher Leader * Mentors, inductees, Teacher Leader
Cadre, administrators, and county Cadre, and county office personnel
office personnel a»e requcsted to are requested to provide the project
provide the project investigator with dire-tor with program feedback at
\ feedback at the end of every other the end of each year.
— quarter.
¢ .
. % Project staff communicate by telephone * Project staff communicate with county
with Cadre members and county office office personnel as often as necessary
personnel on a monthly basis. each quarter.
* The Teacher Leader Cadre, county office
personnel, and superintendents receive
letters and memos from the project
investigator and staff concerning upcoming
meetings, workshop opportunities, and
conferences.
Gover: snce boards meet monthly. * Governance boards meet twice a year.
o
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I11. Instructional Content

Component:

Forms of Knowledge

-'['[-

Idea)

The five knowledge ba.es of district
psychological support, classroom
processes, observation, and conferencing
and reflectivity widl be the foundation
for training, graduate courses and
workshops.

The five knowledge bases are seen as
concentric circles with district needs
at the center and reflectivity the
outermost circle.

The research regarding leadership,
induction, and beginning teachers will
also serve to inform those courses and
workshop programs and materials.

Inductees will become knowledgeable of
each district's procedures and policies.

Knowledge of reflectivity will be
developed through the mode) of Carr and
Kemmis and th, ugh the use of such
instruments as the critical event and
conference report forms.

Knowledge of classroom processes such as
classroom management (Evertson model)
will be utilized in training mentors and
inductees.

Knowledge of observation and conferencing

will be based upon the models of Cogan,
Git1in, and others.

Adult development literature (such as
Kohlberg) will be utilized for training

~ 4nqproviding psychological support.

189

Acceptable

The three knowledge bases of classroom
processes, classroom observation, and
instructional supervision will be
utilized in creating training, graduate
courses and workshops.

The three bases are seen as intersecting
circles with training occuring at their
intersection.

The 1iterature on leadership, induction
and beginning teachers will be utilized
in developing the project.

The knowledge base for classroom
processes will be the Shulman chapter of
the third edition of the Handbook of
Research on Teaching.

The knowledge base of observation will be

Unacceptable

w Thé 1iterature on induction and
beginning teachers 1s utilized in
developing the project.

derived from the Evertson and Green chapter

in the third edition of the Handbook of
Research on Teaching.

The knowledge for instructional supervision

will be drawm from multiple models such as

Cogan, Glickman, Git1in, and others.
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Component: Course Content

1deal Acceptable Unacceptatle

* Mentors, inductees and Teacher Leader * Mentors and TLC are trained in the Mentors and inductees are trained utilizing
Cadre are trained through graduate three knowledge bases presented in the the 1iterature on induction and beginning
courses and workshops in the five Forms of Knowledge component on teachers.
knowledge bases. induction and beginning teachers.

* Course objectives are developed by the * Course objectives are developed by * Course objectives are developed by
project director, university faculty and the .project director ba ed upon the the project director using the
staff, and county office personnel based three knowledge bases and the 1iterature on beginning teachers.
upon the interest and needs of mentors, 1iterature on beginning teachers.

inductees, Cadre members, and upon the
prevalent 1iterature informing leadership,
induction, and beginning teachers.

* The five domains of knowledge are
incorporated into the course objectives.

* Kentors and inductees are required to * Mentors and inductees are required to
. complete reflectivity instruments such complete reflectivity instruments
3 as logs, journals, conference report (conference report forms and critical
) forms, and critical event forms. event forms) throughout the first year of

the project.

* Teacher l.eader Cadre is required to

+ develop a series of moral dilemmas,
vignettes of mentor and inductee problems
and/or reflective teaching lessons.

* Utilizing course content, the Cadre
develops plans for their individual
districts for institutionalization of
the program.

* ‘feachers are informed of the process of * Teachers are informed of che process
action research and are required to of action research (Carr & Kemmis).
complete an action research project of
their own.
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Conponent:

Design and Use of Instructiona’ Materials

Jdeal

A BARS assessment using a i1kert-like
scale 1s developed during the project's
first year to aetermine the needs and
concerns of poth mentors and inductees.

A reflectivity packet which includes
logs, journals, conference report and
critical event forms, and action
research formats is developed to enable
participants to initiate reflectivity
activities within their dyads and in
their classroom practice.

A handbook is developed for the
training of mentor teacaeis.

A notebook of materials is developed by
the principal investigator based upon
the five domains of knowledge for
training the Teacher Leader Cadre.

A manual using the Zvertson model of
classroom management 1s ut’'‘i1zed to
train mentors in classroom processes.

A packet 1s developed to assist Cadre
members in their development of moral
dilemmas, viqnettes, and reflectivity
lessons.

A Vist of activities for stipends is
developed for, Cadre members to assist
in data collection for the project.

Texts by Hopkins, Evertson, Emmer and
Kemmis and Carr are utilized in
courses by participants.

Conferences are designed based upon
emerging 1ssues such as instructi~ial
models and presented to all mentors,
inductees, Cadre and other interested

- area educators to enable them to hear

experts in the fleld.
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Acceptable

A BARS assessment 1s develeoped to
determine the needs and corcerns of
inductees.

A reflectivity packet including
conference report and critical event
forms 1s developed vor mentor and
inductee dyads.

A manual using the Evertson model of
classroom management 1s utilized to
train mentors in classroom processes.

Texts by Evertson, et al. and Emmer
et al. are utilized in mentor and
inductee courses.

Unaccepcable

Handouts are the sole means of materials
for graduate courses.

Reflectivity packets contain only
directions for logs and journals.
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Component: Progression c* Content Development at Various Levels

1deal ' Acceptable Unacceptable
* During the project's first year, mentors * Mentors and inductees mcet monthly with * Mentors and inductees meet with project
* and inductees meet weekly in separate project director for graduate course director twice each quarter during the
sessions with the project direcior for credit for training with emphasis on first year of the project and receive
six hours of graduate~level cour.:s. ‘reflectivity and action research for two hours of graduate credit each
the first three years of the project. quarter.

* Mentors and inductees during the first * The Teacher Leader Cadre {s formed * Mentors “nd inductees meet with project
year are required to complete conference during the second year and meet with director once each quarter during the
report and critical event forms, log and project director, university facuity second year of the project and receive
Journal entries on a monthly basis. and/or staff twice each quarter for one hour of graduate credit each

graduate course credit for leadership quarter.

training for the last two years of
the project.

* Mentors and inductees meet weekly * Cadre members utilize their training * Cadre training takes place once each

together during second year of project for leadership and the induction quarter for the second Year of the
., for two graduate courses with the process to assist institutionalization project.

project director, university faculty and of project in their individual districts.
staff.

* During the second year, mentors and * At least two Cadre members participate
inductees complete an action research in stipend opportunities collecting
project following specific guidelines data from individual districts for the
on an area of interest in their school, project.

classroom, or community.

* The Teacher Leader Cadre is organized
second year and are involved in graduate
cours 's meeting every two weeks for six
total hours of graduate credit.

* The TLC develop small interest sessions
on classroom management, EEI, etc. to be
presented at mentor and inductee meetings.

* Durina the third year, the Cadre continues
to be trained through two graduate courses
(6 hrs.) and they in turn develop the
program for the mentor and inductee dyads
in their districts.

* A summer leadership training workshop 1is
offered to Cadre in summer, 1987, for
graduate credit.

* (adre developes moral dilemmas & vignettes
[75 “yring third year ot program.

‘[fRJj:‘A least six Cadie member; participate in

== Svipend opportunities collecting data 176
in individinal ddetricte far nrofect.




IV. Instructional Processes

Component: Developing Inquiring Professionals Through Reflectivity

ldeal Acceptable Unacceptable

* Unfversity faculty and staff model * Syllabi indicate activities for * Mentors, inductees and Cadre members
reflective attitudes through journals, developing the inquiring professional. are lectured by the principal
logs, critical event forms and research investigator regarding the value of
on their own practice or other inquiry. reflectivity.

* Syllab! activities, goals and * At least 174 of mentors and inductees * Teachers are required to read about
objectives indicate the impetus for complete action research projects to sction research without experiencing
developing the inquiring professional. inquire into their practice and/or the process.

' the mentoring process.

* Mentors and inductees utilize all * Mentors and inductees utilize only * Mentors and Inductees utilize only logs
components of the reflectivity packet the conference report and critical as a means for reflectivity.
on a monthly basis to inauire into their event forms in the reflectivity
practice and/or the mentor and inductee packet.
process/project.

* Mentors and inductees utilize all * At least five Cadre members submit
components of the Kemmis & McTaggart proposals for the OERI Teachers as
spiral for action research which Researchers grants.

includes planr.ing, acting, observing,
reflecting, and beginning the process
again, {1f necessary.

-=G1-

* A1l mentors and inductees utilize action
research projects to inquire into their own
teaching, leadership, and mentoring practice.

* Cadre members develop moral dilemmas and
mentor/inductee vignettes as a method of
reflecting upon their own experiences.

* Mentors, inductees and Cadre demonstrate
that reflectivity is a process of *looking
back® on one's experiences and efther using
that experience or the experience of another
(mentor) to make changes or to not make
changes in their per-onal and/or professional
1ives/practice and their theoretical perspective.

* At least ten Cadre members submit proposals for
OERI Teachers as Researchers grants and other
state-funded grants (such as the Ingram/White
Castle grant).
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Component: The Teacher Leader Cadre Becomes a New Role for Classroom Teachers

1deal Accegtable Unacceptable
* Cadre members along with other district * Cadre members are selected based upon * District steering committees are
+ personnel and consultants are responsible their interest in leadership composed of members other than Cadre
for the training of mentors, teachers, opportunities. ‘ members.

and administrators in the five domains of
knowledge and other instructional content.

* Cadre members are recognized as experts * Cadre members are members of local * Administrative school personnel are
and develop a power base within their district steering committees for responsible for training mentors and
local districts for leadership. induction. inductees, if a program exits.

* Cadre members are selected based upon * Cadre members are provided release time * Principals and other administrators
their interest, experience, leadership to attend conferences and other choose Cadre members.
qualities (such as commitment to professional meetings.

profession, additional responsibilities
accepted beyond teaching) and quality of
teaching ability (success in the classroom).

* Fellow teachers see Cadre members as
powerful leaders in their district with the
ability to initiate changes and follow
through with district/building projects and
goals. .

-9'[-

* Cadre members are members of local steering
committees to assist in the decision-making
process for induction and other vital
interests to the district/teachers.

* Administrators in the local districts
recognize the Cadre as leaders and utilize
their expertise at the building level for
staff developnent.

* Cadre members are provided release time to
fulfi11 their duties and attend professional
meetings.

* Cadre members continue their professional
growth through the upcoming years by
obtaining advanced degrees, presentations
at conferences, writing for journals and
conducting workshops.
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Franklin County/QSU

Needs Assessment for
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Beginning Teachers
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NEEDS ASSESSMENT FOR BEGINNING TEACHERS
FRANKL. ' COUNTY/OSU PILOT 'INSTRUMENT

Section I
DIRECTIONS FOR RECORDING RESPONSES ON SURVEY:
Please complete the following 25 needs statements. Note that the
responses range from one extreme example of behavior to another. Fill
out the ne¢ds assessment as follows:

a. Fead each statement carefully.

b. Circle the responses most appropriate for a given time.

c. Note that there are two responses that pertain to each item.
Make sure both responses are ccupleted.

d. Please read the following example.

AS a begi“ning teaChero EEEREEEEN

This induction program Between This induction program Between This induction
is unnecessary and 1 &3 seems to have pntential 3 &5 program is
threatening to me ' for helping me great and
offers me a
change for
personal
professi. .al
growth & —
1 2 3 4| development |5
Here is where I perceive myself now 1 2 3 4 §
Here is where I want to be 123435
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NEEDS ASSESSMENT FOR BEGINNING TEACHERS
FRANKLIN COUNTY/OSU PILOT INSTRUMENT

. As.a beginning teacher..........

I find lesson plans between - I find lesson plans are between My lesson plans are
are difficult to 1 & 3 somewhat problematic to 3&5 detailed and easy for a ___
write & organize ‘ | 2 | prepare & follow l;_ 4 | substitute to teach 5
lere I5 where I perceive myself now 12345
Here is where I want to be 12345

2. As a beginning teacher..........

I have knowledge of few between I have knowledge of several between I have knowledge of a
instructional resources : 1 63 resources teachers use 3¢5 variety of instructional
& class materials when teaching their resources & class
available classes materials available to —-
I 2 E;T 4 | the program 5
) Here is where I perceive myself now 12 34 5
Here is where I want to be 12345
3. As a beginning teacher..........
I know few activities . between I know some motivating between I am familiar with many
for motivating 1 &3 activities J&5 activities that get
students ' students involved —
n 2 3 4 | & motivated [s
Here is where I perceive myself now | 2 3 4 §
Here is where I want to be 12345
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4. As a beginning teacher..........

My classroom discipline between My classroom discipline between My classroom discipline
strategies do not seem 1 &3 strategies seem 3&5 strategies seem very
to produce the results reasonably effective effective & complement
I anticipated and comfortable for me . my teaching &
2] to use T?ﬂ 4| personality style r;-
Here is where I perceive myself now 1| 2 3 & 5
Here is where I want to be 12345
5. As a beginning teacher..........
My textbooks and workbooks between My textbooks and between My textbooks &
are not appropriate for 1 &3 workbooks need some 3&5 workbooks are carefully
the grade level I teach revisions N selected & appropriate
and are out-of-date 2 3 4] for the grade level rg-
Here is where I perceive myself now 1| 2 3 4 5
Here is where I want to be 12345
6. As a beginning teacher..........
I am unf.mitiar with between Graded courses of study ‘between Graded courses of
a graded course 1 &3 are available to me J &S study are used to plan
somewhere in the ny courses
2 | building 3 4 [?;
, Here is where I perceive myself now | 2 3 & 5
Here is where I want to be 12345
7. As a beginning teacher..........
When dealing with. between When dealing with between When dealing with -
individual differences 1 &3 individual differences J &S individual differences I
I rarely consider them I help students after plan for the whole class
.= lectures _ while I help —
2 f?f 4] 1individuals 5
‘Here is where I perceive myself now | 2 3 &4 §
Here is where I want to be 12345

189

190



10.

191

As a beginning teacher..........

When I need guidance and between When I need guidance and between When I need guidance and
support I don't feel 1 &3 support I talk to friends J3&5 support I feel secure in
comfortable asking other outside the field of asking for help from
teachers & administrators l 2 | education 3 4 | teachers & administrators |5
Here is where I perceive myself now | 2 34 5
Here i3 where I want to be 12345
As a beginning teacher..........
When dealing with my between When dealing with my bety en When dealing with my
colleagues they treat 1 &3 colleagues they are 3 &5 colleagues they treat me

me like a student teacher

[

J

unsure of my professional
ability, but supportive

3

4

as a professiona! teacher
& congider me their
equal

[s

As a beginning teacher..........

Here is
Here is

where I perceive myself now
where I want to be

12345
12345

19:

T feel my teaching load is between I feel my teaching load is between I feel my teaching load
impossible and hinders 1 & 3 reasonable but allows me J &S is ideal & allows me
my ability to teach well little time to plan new opportunities to plan for
| 2 | activities 3 4 )} individual areas l?;
. Here is where I perceive myself now 12 3 4 5
Here is where I want to be 12345
‘As a beginning teacher..........
I feel worried I might between I call the parent when between I frequently contact
say the wrong thing 1 &3 there is a problem 3&5 the home & inform parents
— r— i of their child’s
2 el Sem el s ] B el | BELTT20E0y  w I-;




l2 .

13.

14.

15.

As a beginning teacher..........

When teaching I lecture between When teaching I between When teaching T do a
the class each day & 1 &3 occasionally change 3&5 variety of activities in
put some ideas on routines so the class small groups & as a —
the board 1 2 | does not get bored | 3 | 4] class 5
Here is where I perceive myself now | 2 3 4 5
Here is where I want to be 12345
As a beginning teacher..........
When discipling students between When discipling students between When disciplining students
I warn & threaten 1 &3 I follow through with my 3&5 I follow through on the
students frequently class rules when students rules & explain the
misbehave _] consequences for good &
| 2 ‘ 3 [2 bad behavior 5
Here is where I perceive myself now 12 3 45
Here is where I want to be 12345
As a beginning teacher.......... '
I have discovered that my between I have discovered that between I have discovered that
students do not seem to 1 &3 my students seem J &5 my students follow
understand my lesson after interested but sometimes directions 4 work
I present it ] have difficulty in actively arfter my —
1 |,2 following my lesson 3 4| lesson 5
Here is where I perceive myself now 12 3 4 5
Here is where I want to be 12345
As a beginning teacher..........
I feel my students are between I feel my students are between I feel my students work
noisy when working with 1 & 3 noisy but seem like they J &5 cooperatively and are
each other are working together —1 well-behaved during —
| 2 3 l4 group work 5
Here is where I perceive myself now |1 2 3 4 5
Here is where I want to be 12345
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16.

17.

18.

As a beginning teacher..e.ceeeess

I find my school equipment
non-existent or does not
work well

between
1 &3

My school equipment works
well but is not always
available

N

between
J &S

4

My school equipment is

available within the
room & always works
properly 5

As a beginning teacher......eeee

Heve is

where I perceive myself now
Here is where I want to be

[VS I V]
&S
W un

When dealing with special
education students I feel
awkward & have difficulty
understanding their needs

between
1&3

=

I would like to help
special education students
but have problems in
dealing with them in
classroom gituations

3

between
J &S5

4

I work cooperatively

with the special education
‘teachers & can diagnose

the needs of these
students 5

As a begiuning teacher..........

is
is

Here
Here

where I perceive myself now
.0 be

where I want

W W
&S
(S, ]

When I commuricate with between When communicating with between When communicating with

my principal I feel unsure 1 &3 my principal I ask for 3&5 my principal I understand

of his/her expectations advice and support the goals and expectations

and feel insecure with frequently she/he has for me &

him/her , recognize his/her

l rj;” 3 4 | support [?;

Here is where I perceive myself now | 2 3 4 5
leve 1s whove I waul to be 12345
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19.

20.

21,

As a beginning teacher..........

In transferring from one
class activity to the next
is frequently confusing

& noisy

between
1 & 3

In transferring from one
class activity to the next
is orderly but takes too
long for my students to
get ready

3

between
345

4

In transferring from one
class activity to the
next it runs smoothly

& orderly

[s

As a beginning teacher.c.veee..e

Here is where I perceive myself now
Here is where I want to be

W W
&
v o

197

When evaluating my students between When evaluating my students betw:aen When evaluating my students
I feel unsure about how 1 &3 I administer many tests 3&5 I provide frequent
to judge their progress and quizzes feedback with comments or
' assignments and receutly
| 3 rz_ graded tests r;.
Here is where I perceive myseif now 123 4 5
Here is where I want to be 12345
As a beginning teacher..........
In the classroom I have between In the classroom I invite between In the classroom I ask
difficulty getting students 1 & 3 student responses during 3 &5 students to assist in
involved in classroom lecture planning how they will
discussion learn the curriculum e
r:‘ _ 3 4 | content 5
' Here is where I perceive myself now | 2 3 4 5
Here is where I want to be 12345
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22.

23.

24.

25.

199

As a beginning teacher..........

I see community between I see community involvement between I see community involvement
involvement as a time 1 &3 as a possibility for 3&5 as the ideal cooperative
consuming endeavor developing community/ effort in which both the
school relationships school and community
I 2 3 4 ] can benefit [?;
Here is where I perceive myself now 123 4 5
Here is where I want to be 12345
As a beginning teacher..........
I lack knowledge in between I borrow examples of between I can design tests that
developing a good test 1 &3 evaluation instruments from J &S specifically address the

[2]

other resources and teachers objectives covered in

ri_ 4| class

s

As a beginning teacher......ee.s

Here is where I perceive myself now

12345
Here is where I want to be 12345

T never have routine between I ask for help as I between I complete routine forms
forms and clerical work 1 &3 encounter problems in 3&5 and clerical responsibilities
completed on time ‘ completing routine €orms on time and without any
rT_. 2 | and clerical work 3 4| assistance r?;
' Here is where I perceive myself now |2 34 5
Here is where I want to be 12345
As a beginning teacher......... 200
I seldom have time to plan between I ask individual students to | between I plan and create learning
individualized activities 1 &3 work together quietly until 3&5 centers that can be used
so students can work I can help by individual students —
independently 1 2 3 4 |5

Here is where I perceive myself now

12345
Here is where I want to be 12345



Section II
Please respond to the following sentence stem by writing a brief

paragraph.

My greatest need as a beginning teacher, at this point in time is...

01




10

sst _ _ _ _
(last 4 digits)

NEEDS ASSESSMENT FOR BEGINNING TEACHERS .
FRANKLIN COUNTY/OSU PILOT INSTRUMENT

This instrument is designed to give you the opportunity to express ynur
opinions about your needs as a beginning teacher so that Franklin CounLy
and OSU can provide you the services necessary in meeting those needs.
There are no right or wrong responses, so do not hesitate to mark the
statements frankly.

Section III

Fill in the information below. You will notice that there is no place for
your name. Please do not record your name. All responses will be strictly

confidential and results will be reported by groups only. DO NOT OMIT ANY
ITEMS,

School district Date

Age Sex Grade leve/subject taught

Total number of years teaching experience

-

Highest degree completed

Place where educational training was received

Area of preparation or certification

Major Minor

Race: (Circle One)

A. American Indian

B. Asian American

C. Black American

D. Hispanic, Spanish - surnamed American
E. White American

F. Other

Which of the following define you as an inductee (beginning) teacher in the

Franklin County/0SU Induction Program. (Circle all that apply to your
definition.)

A. Certified teacher assigned to a ( assroom for the first time

B. Certified teacher who was on an extended prnfessional leave and
returning to the classroom

C. Certified teacher assigned to a different grade level

D. Certified teacher assigned to a subject markedly different from
Previnus assignments

E. Certified teacher who was new to the building which you were assigned

F. Certified teacher who was new to the district

DONn



CATEGORIES FOR EACH QUESTION IN THE BEGINNING TEACHER INSTRUMENT

Planning Lessons

Knowledge of Instructional Resources and Materials
Motivating Students

Classroom Discipline Strategies

Insufficient Materials and Supplies

Knowledge of Instructional Resources and Materials
Dealing with Individual Differences

Inadequate Guidance and Support

Relations with Colleagues

Heavy Teaching Load

Parent Relationships

Motivating Students

Classroom Discipline/Rules wyd
Planning Lessons

Classroom Discipline

Inadequate School Equipment

Dealing with Individual Differences -

Principal and Administrator Relationships
Classroom Discipline Strategies s
Assessing Stuuants' Work ,
Motivating Students

Parent Relationships

Assessing Students' Work

Classroom Management Organization

Dealing with Individual Differences
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Franklin County/0SU

Needs Assessment for

Mentor Teachers

This instrument was developed by Brenda Stallion, Graduate Research Assistant, Chio State

Urniversity in conjunction with the Franklin County Schools/OSU Induction Program, funded

By NIE grant contract #400-85-1043. Use of this instrument must be by permission of
gram dixector, Dr. Nancy L. Zimpher, College of Education, Department of Policy and

Adership, The Ohio State University, 121 Ramseyer Hall, 29 W. wWoodruff Ave.,
Columbus, Chio 43210 :
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NEEDS ASSESSMENT FOR MENTOR TEACHERS
FRANKLIN COUNTY/OSU PILOT INSTRUMENT
Saction I
DIRECTINNS FOR RECORDING RESPONSES ON SURVEY:
Please complete the following 25 needs stciCements. Note chat Che
responses range from one extreme éxample.of behavior to another.
Fill out the needs assessment as follows:
a. Read each state int carefully.

b. Circle the responses most appropriate for a given item.

c. Note that there are two responses chat pertain to each item.
Make sure both responses are completad.

d. Pleas® vread the following example.

As & wmentor :oachcr..o.;.....

T feel pressured Between 1 feel cthere is Between I feel honored

and overvhelmed 1863 a need for a J &S in being asked t«

by mentoring mentoring program be a mentor and
responsibilicies tus am unsure of am eager Co assu
any responsibilicies my new mentoring
' responsibil i:icrL
| : 2 | 3 4 ]
Here is where [ perceive myself now | 2 3 & !
Here is where I want to be 123 46
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3.

As a mentor teacherecescscses

NEEDS ASSESSMENT PWD AENTOR TEACHERS
FRANKLIN COUNTY/OSU PILOT INSTRUMENT

I have not as yet between T send the beginning botween 1 freely exchange

shared some of my 161 teacher to the resource J&5 materials & resources

instructional center for —1 with the beginning —

resources 2 | instructional ideas {3 4 | teacher 5
Hecre is where I perceive myself now 12345
Here is where I want to be 12345

As a mentor teacher....eceeee

I have not talked between I talk about the between 1 attend parent meet ings

about community & 1&3 advantages of 345 or other community

pactent rapport with community rapport functions with the —

beginning teacher [?;— 3 4 | beginning teacher | 5
flere is where I parceive myself nov 1234 S '
Here is whece [ want to be 12345

As a mentor teacher...sceeess

I encounter problems between T frequently ask whether between T list routines and

demonstrating routines 1 &) the teacher has Einished 365 explain how I handle

to beginning teachers some specific clerical my clerical —

2 | coutine 3 4 | responsibilities 5

Here is where [ perceive myself now 123 45
Here is where I want to be 12345

As a mentor teacher.....eeoss

[ on occasion talk to between T communicate ragularly between 1 assist new teachers

the beginning teacher in 1&3 with the teacher after 345 in assessing their

the faculty lounge about school about teacher ' specific strengths &

teacher problems problems veaknesses by observing

2 3 4 | their class 1.5

Here is where L perceive myself now | 2345
Here is where I want to be 12345

206
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7.

208

+

X 3 | wentor telchel..........

T nform the principal between 1 give the new teacher between 1 give constructive
cf specitic veaknesses 163 a kind word when they Jées criticism & support after
= beginning teachers feel depressed observing classes & —
| 2 3 - 14] planning procedures b
. Here is where 1 perceive myself now 1§ 2345
Here is where I want to be 12345
4 a wentor teacherececccece.
1 seldom interfere with between 1 answer questions teachers betueen I offer my lesson plan book
tt2 planning of 1&63 have about lesson plans 345 as a model and make
baginning : : suggestions about resour
p=yfcnsionals | 2 3 4 ‘ 5
Here is where I perceive myself now t 2345
Here is where I want to be 12345
AS F mentor te.c.\‘toooooooooo
1 never had the betveen 1 prepared a short between 1 frequently invite the
163 meeting where I J& S teacher to my class

beginning teacher

demonstrated some

to team teach lessons

observe me
M 27 teaching techniques !—J_ 4 r?
o Here is where I perceive myself now | 2345
Here is where I want to be 12345

As » mentor teacher .cscceceece
1 seldom deal with between I talk about how to bétween At appropriate wmoments L
student-teacher 163 improve student- 3¢ S have other teachers share
interactions with the teacher interactions their problems & benefits
beginning teacher of interacting with .
| 2 3 4 | students o r?;
Here is where I perceive myself now | 21345
Here is 12345

where I want to be



o

9.

10.

Iz.

As a mentor teacher......e...

I tend to intimidate between I am asked questions by between I feel the beginning
the beginning teacher 163 the beginning teacher J& 5 ‘teacher respects my
vwhen I am around when they are confused — opinions and shares —
2 | or unrure 3 ¢ | experiences openly 5
; ‘ Here is where I perceive myself now |1 234 5
Here is where I want to be 12345
As a mentor teacher..........
I've ‘ver understood between 1 have knoyledge of between I use tests as diagnostic
the ue of d &3 several aptitude and 3¢5 indicators within my
standardized tests — achievement measures 1 teaching and planning
ead what they tell us [ 2 3 4 ' S
Here is where I perceive wyself nivv 12345
Here is where I want to be 12345
As a mentor teacher.iceieovee ) ¢
I know many classroon between I watch for between 1 am aware of the
strategies for 1&3 disturbances in 365 policies and procedures
disciplining childten the beginning teacher's of referring students
that I share with the classroom so that to the principal
beginning teacher 2] I can help J 41 [j;
o Here is where I perceive myself now 12345
Here is where I want to be 12345
As a mentor teacher..........
My principal never between My principal offers between My principal provides
trusts my judgment 1&3 me support and 3¢S feedback on a regular
of tha beginning encouragesent when basis regarding my
teacher's ability necessary efforts snd provides =
2 K) 4 | support 5
dere .s where I perceive myself now 12345
Here is where ‘I want to be 12345
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13.

4.

15.

2172

16.

As a mentor teachef..ccevcece

1 never use group betveen I group my students between 1 am familiar with
work in my class 163 and ask thea to complete 3¢S a variety of group
a project ' ~| strategier and grading '
13 4 | procedures E
Here is where I perceive myself nov 12345
Here is where I want to be 12345

A a mentor teach€f.ceccecoss

1 lecture more thsn between Occasionally, I use betveen I vary my teaching
80% of the instructional 183 transparencies, T.V. 3¢S techniques daily to
time and guest speakers add 'variety and meet
in presenting my 1 —— individual needs
materials l3 |6 r;
Here is where I perceive myself now 12345
Here is vhere I want to be 12345
As a mentor teacher..........
I do not belong to betweer, I am a member of between I rely on professional
any professional 143 several professional 3¢5 organizations for many
organizations organizations unique ideas in keeping
up-to-date in my e
3 4 | profession |5
Here is where I perceive myself now 12245
Here is where I want to be 12345
213
As » mentor teacher..........
1 do not know our betveen I know the school between I utilize the
school psychologist, 1863 psychologist, curriculum 3¢S services of the
curriculum resource resource person and the curtfculum resource
person or media media specialists person, school '
specialists psychologist and media
—— K 4 | specialist r;

Here ia vhere l perceive myself now

12345
1214 %
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19.

20.

“As a mentor teacher..........

I plan and create

needs of special
education students

in my clasg

education students

3

4

teacher to meet the
needs of the special
education students

. 1 seldi.a have time between I ask individual between
to plan individualized &3 students to work J&S learning centers that
activities so students together quietly can be used by ‘___
can work independently ! until I can help k) 4 | individual students S
Here is where I perceive ayself now 12345
Here is where I want to be 12345
A’ a lentot teaChel'...o...'...
When I observe a between I know that the between I am plieased with the
beginning teacher's 163 beginning teacher J&5S discipline practices
noisy, disorderly hss class rules for and confidence the
classroom I ignore — the class beginning teacicer has —
it | ) 4 ] with the students 5
Here is where I perceive myself now 12345
Here is where 1 want to be 12345
As a wmentor teacher..........
T know the policy between I remind the between I review the
handbook needs to be 163 teacher to look at Jé&5 procedures described in
revised so I do not the policy handbook the policy hanibook
refer to it when rules are broken with the beginning —
| 3 4 | teacher 5
Here is where I perceive myself now 12345
Here is where I want to be 12345
As a mentor teacher..........
I feel incapable between I understand the law between I work with the
of providing for the 163 regarding special 3¢S special education

rRIC 214
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2).

22.

23.

As a mentor teacher...ccceeee

1 feel parents are of betweer: I've discussed parent- between I've discussed the
little value and should 163 teacher conferences J &S procedures for
not be considered in with the beginning effective parent-teacher
determining the teacher conferences and the
educational end for value of keeping on-
their child going files of the
3 4 | students’ work r;~
Here is where I perceive myself now | 2345
Here is where I want to be 12345
As a3 mentor teacher..........
I keep my course between I've gone over the between 1've developed
of study in the ¢ course of study with 365 classroom materials
upper left hand the beginning for lessons that come
draver of my desk teacher out of the course of
3 4 | study r;
Here is where I perceive myself now 12345
Here is where I want to be 12345
As a mentor teacher..........
I do not help the between I can identify between 1 share effective time
beginning teacher 1653 ineffective group work 3¢S management and
to organize time because of the beginning organizational skills
teachers poor time with the beginning
management 3 & | teacher [;
N Here is where I perceive myself now V2345
) Here is where I want to be 12345

/7



‘4. Ns a mentor teacher..ceceecccecs

'Y assume the between 1 have suggested between I am prepared to -
beginning teacher 163 several references 3¢5 discuss and
. knows several techniques which describe techniques demonstrate several
’ for motivating - to use in wotivating techniques for —_
students | 2 | students : 3 4 | motiveting students I's
Hece is where I perceive myself now 123 45 '
Here is where I want to be 12345
25. As a mentor teacher.ceeceesss
I lack the reference between T have a few personal between I have adequate
materisls and supplies 163 reference matorials and 3¢5 reference materials

necessary to help the

supplies I can share with
the beginning teacher

and supplies to share
with the beginning

beginning teacher
' [ 2] 3 4 | teacher F
Here is where I perceive myself now 1 23 45
Here is where I want to be 12345
‘r
U
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Section II:

Please respbnd to the following sencence scem by wricing a paragraph.

My greatest concern about being a mencor at this point in Cime is...

- 220



Please raspond to the following sentence stem by writing a parvagraph.

I was chosen to be a mentor because...

. P31
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NEEDS ASSESSMENT FOR MENTOR TEACHERS
FRANKLIN COUNTY/OSU PILOT INSTRUMENT

This inscrument is designed to give you the opportunity to express your
opinions about your needs as a beginning teacher so that Franklin County
and 0SU can provide you the services necessary in meeting those needs.
Thers are no right or wrong responsas, 80 do not hesitate to mark Che
statemencs frankly.

Section IIX

Pill in the information below. You will notice chat there is no place for
your name. Please do not record your name. All responses will be strictly
confidential and results will be reported by groups only. DO NOT OMIT ANY
ITEMS.

School discrice Dace

Age Sex Grade level/subject taught

Total number of years teaching experience

Highest degree completed

Place where educational training was received

Area of preparation or certification

Major Minor

Race: (Circle One)

A. Anerican Indian:

B. Asian American

C. Black American

D. Hispanic, Spanish - surnaned American
E. White American

F. Other

\
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APPENDIX A-2
Reflectivity Packet
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Ref'le.ctivity Packet

Franklin County/QSsU Induction Project (OERI)

Kenneth R. Howey and Nancy L. Zimpher
College of Education, The Ohio State University
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FORM #)

- ~ CONFERENCE REPORT FORM

Inductee Name

Mentor District -

1.  What problem or concera did you discuss?

2. What strategies were proposed for resolving the problem/concern?

®.  What were your general reacticns to the conferer.e?

Q 225
ERIC
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FORM 42
PROBLEM ANALYSIS
Forces for resolving, . . Forces against resolving., . .
[
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FORM_#3

The Critical Event Form‘
The4us¢ of the Critical Evert Form Is provided fBr you to formulate

conclusions about the concerns or problems yOu may have as a mentor or
beginning teacher,

Critical Events are the parts of professional experiences which have particular
importance and meaning to you. Such events will frequently evoke fee ings

and thoughts which can be formulated into personal theories to guide actions

1n educational settings.

In reporting a Critical Event it is important to describe a specific evens
and to separaie description from interpretations and conclusions.

Specifying an event. Focus on probiems or concerns that occur within your
éxperiences in the school setting either at the classroom, building, or

district level. Decide the particular problems or concerns and the *actors
influencing them which are most pertinent to your fealings and thougnts.

Separating description from {nter retations and conclusions.* Accounts of
what happened in situations often contain a mixture of information and facts
(low inference: description) and value Statements, obierver inferences and
observer characterizations (high inference; Judgments). The report form

is divided into two sections. In the description section, statements should
contain the observed circumstances and Sehaviors. In the judgment section,
statements should contain your feelings, thoughts, and conclusions.

Provided below are some questions which may help to distinguish between
description and judgment:

1)  Does the description provide an adequate account of the relevant -
aspects of the educational situation?

2) Does the description contain specific, concrete illustrations of
the relevant aspects of the educational situation?

3) Is the description free from statements of inference?
4) Is the description free from characterizations?

The judgment section should contain the following:
1) Statements of value astributed to the situation;

2) Inferences about the nature of the situation (overall meaning of
the situation);

3) Statements of opinion and judgment.

. *Luncan, James K. and Jahnke, Jessica, . (1980)., Climate for Learning:

Evaluation Component. Bloomington, IN: FPhi Delta appa.
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FORM #3

CRITICAL EVENT REPORT FORM

Name:

Date:

School Distrijct:

Describe an event related to your concerns or problems as a teacher leader
which had a significant impact on you. First, describe the factual
circumstances and behaviors of the event. Second, state your feelings,
thoughts, and conclusions resulting from the event.

Description of the Event ' Judgment of the Event

Overall Conclusion
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FORM #4

Logs and Journals

Journals can be used to record

. emotions

. observations

. questions

. reflections

.  pu22les

| » , discoveries

. 'issumptions
Many people have found that the act of writing in a journal helps them to
process their experiences. Puzzlas and assumptions are often surfaced, and
issues and conflicts often become clarified, as one reflects through writing.

Increasingly, diaries and Journals or written 1ogs are being employed as a
useful source of data in studies that attempt to document changes in thinking

.and acting over time. For the parson writing the journal, as well as colleagues

or others working collaboratively with the person, the journal can be an
invaluable tool for pearsenal/professional development and research. -

f
Since 3 journal is a personal record, its format {s a matter of personal style.
Many people prefer to use paper with 3 wide left-hand margin so that notes
to themselves, reflections or corrections, and other notations or afterthoughts
Can be added after the main entry has been written. Others write on alternate
pages or prefer a different format. Some people write in their journals daily;
others write more or less often, depending on their purposes for keeping a
Journal and the rhythm of their routines and opportunities for reflection.
Personal uritin? styles vary., Some people use an anecdotal style; others
write in more elaborate prose. Again, the purpose of the journal and the
writer's preference wil) determine the style, '

On the following pete is a sample from a journal of an imaginary teacher

~reacting to an actua teaching experience. This sample may 11lustrate more

concretely the form that a journal may take. Yours may be very different.
You may want to experiment with severs) styles or formats before you find
one that works for you. The important thing is that the journal be a tool
that 1s helpful to you in your continuing effcrt to become a more effective
practitioner,

22y



FORM #4

Example of Journal Entry

December 9,

This is crazy! I felt like I was sitting with my motor running all evening,
I have a ton of papers to grade--all due tomerrow and they've got me sitting
through this stuff which just sounds like a bunch of forms. When do I ever
get time to reflect anyway, and what's the payoff?

Talking to other teachers at the break helped. At least I learned that we
all have time problems, papers to grade, etc. I guess it's kind of good
to get together and compare notes.

(Maybe I can use this stuff! We'll see.)

December 10,

I need more time to write on this reflection thing. Maybe I did a little
reflecting in between the papers. Sometimes I don't allow myself enough
quiet time. The classroom is too noisy and hectic; I hate the lounge. I
have no place during the schoo!l day to call my nwn. So, I have a plan,
Each night before I catch the car pool, I'm going to spend five minutes
Just making some notes about the day. . .

(A plan)

LLN
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FORM #5
THE MINUTE PAPER

A professor of physics who was considered to be an excellent teacher was
asked what he does to find out if students are understanding him or not.
He answered that he finds out because of his minute papers.
Students are given a minute to write answers to two questions. Four or five
times during the quarter he arrives early and writes these two questions
in the cornrr of the board:

1. What is the most significant thing you learned tocday?

2. What question is uppermost in your mind at the end of this class
session?

One minute before class ends, he asks students to take out a piece of papes,
sign it, and answer the two questions in one minute.

The papers provide excellent feedback on whether students are understanding,
and whether there are important questions which the teacher should respond
to.
Other benefits of the one minute paper include:

It requires more active listening from students.

It helps in identifying students who are in need of special help or
who may lack adequate preparation for the course.

It improves students' writing. Responses during the last weeks of
class are longer and more articulate than those during early weeks.

The one minute paper helps document for students that they are indeed
learning something in the course.
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FORM_#6

The Self Interview

(To be conducted with tape recorder)

The self-interview tape is a way of conducting a personal dialogue about

your classroom teaching and/or teacher role. You may talk to yourself about
any number of issues, problems or events that have or are occurring to you

in your teaching life. In order to systematically move through this exercise,
please use the following questions as a guide to your personal interview

(not to exceed 30 minutes). .

1. Say day, month, date, and year
- (e.g., "Monday, December 9, 1987")

2. Say "Self-Interview Number .

3. What is the focus for this interview? Describe the issue/problem/event
in detail.

4. What conditions are impacting en this issue/problem/event?

§. What are some feasible directions you can take in resolving your concern?

6. What are your next steps?

s 232
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Exhibit 12

~ Action Research in the Classroom
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Figure 3: Action research in action
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The four ‘moments’ of action research

Before proceeding to examine a pracucal exinnple ot action research let
us pause to emphasise the four fundamental aspects of the process and

the dynamic complementarity which links them into u cycle. To do action
research one undertakes —

* to develop a plan of action to improve what is already happening
+ 1o act to implement the plan,
* 10 observe the effects of action in the context in which it occurs, and

* 1o reflect onithese effects as a basis for further planiing, subsequent
action and so on, through a succession ot cycles.

[tencourages the development of the rationale for the practice under
investigation, and for others related to it

+ lthelpstoallow the enquiry to be seen as a*project’ racher thanasa
personal and introspective process

+ It helps to clarify unforeseen consequences and ramifications of the
work

+ It makes defining the issues easier because explaining the project to
others demands clarifying one's own thinking

+ Ithelpsto get moral supportand to see the limits of support (others
may not be so captivated by the project as oneself)

+ Itallows ochers to help, and to become involved in a constructive par-
ticipatory way

+ltaids reflection by providing a variety of perspccuvcs on the effects
of action and the constraints experienced.

&o
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Buidelines for An Action Research Project

We will not meet as a tota) group during Winter or Spring Quarter. However,
we are asking that you complets one action research project by May 1, 1og7.
This project should be a collaborative effort with the mentor assisting the
inductee in the design and conduct of a short-term, focused study. The main
elements of action research as espoused by Hopkins and Haysom are reviecwed
below. We want a brief report of your project which would incorporate most
of these elements. We will review these action research procedures in class
and also provide you the remainder of classtime to go through two
inventories, one focusing on school practices and conditions and the other
on teaching behaviors. These inventories are designed to assist you in
identifying a problem or area of interest for study.

The primary purpose of the action research project is to further develop
your professional expertise and judgment (Hopkins, P. 14); to increase your
understanding of teachipng and schooling.

A sscondary purpose, as we have notod from the outset, is to contribute to a
productive and harmonious working relationship between mentor and inductee
by havirg you work together to understand and .improve some facet of teaching
or schooling.

We endorse the definition of action research as a personal attempt at
understanding, as trying out an idea in practice and reflecting on the
effects of such with a view of improving or changing something important to
you,

There are sugges.ed criteria for deciding.on a classroom research project:

a) 1t should have practical utility and be a matter of personal
' interest and importance to the teachers involved;

b) 1t should not interfere with or distract from the teaching
commitment -~ 4 teacher's primary job is to teach;

c) 1t should bLe feasible; data collection should not be too demanding;

d) 1t should be designed carefully enough to test a problem or
question(s) raised by the teacher;

e) it should pay close attention to ethica) procedures (see appendix
B, Hopkins)

The action rescarch project should involve the following steps:

1) It should have a statement of purpose - What is the project trying
10 understand?
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2) It should have a brief rationale - Why has this aspect of teaching
and learning or the school context been selected for study?

3) 1t should briefly describe the action research desian in terms of:

a) thodproblem(s), practice(s) or conditions which will be
studied;

b) any hypothesis which might be made about the effects of
certain actions or conditions which will be studied;

¢) data collection strategies including:

1) what data will be collected;

I1) from whom;

II1) how often (if applicable):

IV)  in what manner (Hopkins in Chapter 6 reviews the pros
and cons of the following research procedures: field notes, .
audio tape recordings, diaries, interviews, video tapes,
questionnairc., sociomietry, documentary evidence and
photography. In addition both Hopkins (Chapter 6) and Hayson
(Chapters 4 and 5) provide multiple examples of quidelines for
systematic observation in the classroom.)

4) If there were attempts to validate the data or information
collected, these should be shared. This would speak to the
frequency with which certain observations were made and in what ,
settings or any attempts at trianqulation (gathering a.counts of a
teaching or learning situation or schoo) condition from different
points of view). These concepts are elaborated upon briefly by
Hopkins on p. 110-112),

The data collected shoulc be interpreted. This calls for a brief
explanation of what was found in terms of the meaning the teacher

., -and mentor attached to the data collected. Hopkins discusses
frames of reference for interpreting and understanding data on page
113. What you believe your data indicates can be filtered through
theory, research, or conventional wisdor, if appropriate,

5)

6) A plan of action should be developed after reflecting on the data
collected; a concise plan for future action should be outlined.
The data you collected might or might not suggest changes. If they
support maintaining present practice or conditions, you should
explain why. If not, you should briefly relate yuur proposal for
change to what you found in your study. '

1)  Provide a brief gvaluation of the action research plan which you
implemented. 1In 2 or 3 paragraphs, review the major benefits of .
this endeavor, problems encountered and a few suggestions for what
vou would do different another time.

The following reflects an outline of the project to be completed by May )
and included 1n your Action Research Notebook.
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Title of the Action Research Project
1. Statement of Purpose |
2. Rationale
3. - Action Research Design
4. Validation of Data
5. Data Interpretation
6. Plan of Action

1. . Evaluation of the Project
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Technique Advantages(s) Disadvantage(s) Use(s)

;i:ld Notes simple; on going; subjective; needs * specific issue
personal; aide practice * case study
memoire * general impression

Audio Tape versatile; accurate; transcription difficult; | ¢ detailed evidence

Recording provides ample data time consuming; often | ¢ diagnostic

' inhibiting

Pupil Diaries provides pupils subjective * diagnostic
perspective * triangulation

Interviews and can be teacher-pupil, |time consuming * specific in depth

Discussions - observer-pupil, information
pupil-pupil

Video Tape visual and awkward and * visual material

Recorder comprehensive expensive; can be * diagnostic

distracting

Questionnaires highly specific; easy to |time consuming to * specific information

: administer; analyse; problem of & feedback
comparative ‘right’ answers

Sociometry easy to administer; can threaten isolated * analyses social
provides guide to action | pupils relationships

Documentary ' illuminative difficult to obtain; * provides context &

evidence time consuming information

Slide/Tape illuminative; promotes | difficult to obtain; * illustrates

Photography discussion superficial critical incidents
Case Study accurate; representative; |time consuming « comprehensive

uses range of
techniques

overview of an issue
publishable format

FIGURE 6.5 Taxonomy of classroom rescarch techniques
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APPENDIX A-3

Action Research Project
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THE_YEAR IN REFLECTION

The Franklin County/0SU Induction Project

Abstracts of Mentor and
Inductee Action Research
Projects, First Edition

The Action Research Spiral

May 12, 1987
Southeast Career Center
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AGENDA
May 12, 1987
Southeast Career Center

4:30 p.m. - 4:35 p.m. Welcome
Nancy Zimpher

4:35 p.m. - 5:00 p.m. "The R.ght Stuff: Essential Elements
for Structuring an Induction Program"
Presenters:

Cheryl Hilton
Sherry Kuehnle
Brenda Stallion
Eva Weisz

5:00 p.m. - 5:30 p.m. Action Research Presentations
Room 204C Session 1: "Establishing an Intervention
eam
Lana Borders
Patty Lee
Helen Mauru
Joan Quinn
Marilyn Wagner
Groveport Freshman School

Room 204D ' Session 2: "Homework: High Grades?
Hign Stress?"
Linda Getzendiner DjRosario
Cathy Wilson
Dublin Middle School

Room 204E Session 3: "Impact of the Computer
on Student Writing:
Chris Bowser
Sharon Butterfield
Groveport Madison Middle School North

Room 204F Session 4: “"Self-Selected Spelling
Words for Elementary School Children"
Barbara Hyre
Margie Rogers
Dublin, Riverside Elementary

Room 208A Session 5: "Promoting Student Success
with tffective Parental Interaction
(or How Not to do a Survey)"

Katrina Barringer Katie McGinty

Beth Browning Anita Mughrabi

Dave Caperton Pam Raver

Pat Howell Joyce Stevens-Brown
Debbie Kurtz Stacie Topougis
Carol Lowe

Hamilton High School

ERIC - R42
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5:30 p.m. - 5:45 p.m. Awards
Presenters:
Ken Howey, OSU
Carol Lowe, Hamilton High Schoul
Shirley Scholl, Franklin County OFfice

5:45 p.m. - 6:00 p.m. Completion of Mentor and Inductee
Evaluation Forms

6:00 p.m. = 6:30 p.m. ' Dinner - compliments of Wendy's

EMC ) N 4~
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To all the mentors and all the inductees
who reflected, inquired, and
made their classrooms a great place
for children to learn
during the 1986-87 school year
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The Effects of Positive Reinforcement and Punishment on the On~-Task
Behavior of Elementary Aged Children

Beth Fishking, Jackie Boger, Suzee Tuller, Martha White
HAMII,TON LOCAL-~-CENTRAL ELEMENTARY

The purpose of this study was to determine the effects punish-
ent and positive reinforcement have on on-task behavior of
leméntary-aged children. One child from kindergarten, one from
econd grade, and two developmentally handicapped children who
xhibiied off-task behaviors were chosen to participate in the
tudy.

"The first three days, baseline was taken. For the next five
ays, two teachers implemented the punishment phase while the other
wo implemented the positive reinforcement. The teachers then
witched the intervention procedures used - the two that had used
he punishme..t now implemented the positive reinforcement and those|
hat had used the positive reinforcement now used the punishment
hase.

The results of the study indicated that the on-task behavior
improved during both intervention strateyies, but at a much greater
level and with more consistency when positive reinforcement was
used. There did not appear to be significant differences among
grade level or mental ability.

Jmpact of the Computer on Student Writing
» Chris Bowser and Sharon Butterfield

The purpose uf our'study was t~ look at student writing

%o see if using the computer would make a difference
in the actual quality of the writing.

In order tou complete the project and graph the results,
we met in the computer room ome period .each day for four
weeks during fiZth period class. We learned that my
Students created more coherent and unified paragraphs,
and they also demonstrated more success with capitalization
and punctuation, Using the computer during the writing
pProcess produced more creative work. The fact that it
was easier to add and eliminate ideas contributed to a
higher creativity level among students. Also, the
controlled environment and the higher amount of .
individualized instruction played a major role in the
added creativity of the students., As a result of my
study, I can now use the computer for vapious creative
writing assignments. ’

*Groveport Madison Middle School North
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Sell~-gelected Spelling Words
for Elementary School Children
Margie Rogers and Barbara Hyre

Dublin--Riverside Elementary

Student feeling of ownership has been demonstrated by
Atwell, Graves, Calkins and others to be an important part
of their motivation to learn in writing. In our study, we
wanted to determine whether student ownership could be used
as a motivating tool in learning spelling as well. We had
spent the first 9 weeks using the McDougal-Littell spelling
program furnished by the school district, but felt that there
was little, if any, ownership inherent in this program. This
was evidenced by lack of student interest and a . w level of
assigned homework being turned in. Following som. personal
research, we decided to attempt a self-selected spelling
program where students chose their own spelling words for
each week, as well as their homework activities, in order
to test whether there would be any improvement.

Our results show an ovexshelmingly positive response.
Eighty-nine percent of the students were very enthusiastic
about the self-selected program. Only two voiced any
support for the textbook program'(one wanted the text
because it was easier!).

Vickl Keck and Patty Lutgen

Groveport Madison Middle School South

Behavior Management Study

The problem needing to be solved was the off-task behavior
of students in my two classes: Language Arts and Social Studies.

First, my mentor observed in both classes collecting base~
line data on the behaviors. Next we designed room arrangement.,
This alleviated, but didn't stop all the problems. So we con-
cluded that a behavior managment program was necessary. This
was set up with a corresponding set of rules, consequences and
rewards - chosen by the students.

We monitored the behavior at the onsetfﬁnd again during the
last nine weeks of the school year. Our results showed that
initally the program was successful. But as time went on the
older students became disinterested and signs of previous behav-
iors began to appear., It is apparent that the management plan

needs to be revised. Means for motivating .the older students
need to be identified.
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ESTABLISHING AN INTERVENTION TEAM

lana Jorders, Patty Lee, Helen Maurer, Joan Quinn, Marilyn Wagner
: Groveport Madison Freshman School
Each year there are about 30 students who do not pass the 9th grade. To assist
hese students in problem areas so that they could successfully complete the
inth grade, we decided to form an Intervention Team.
The ream began by identifying students who were repeating 9th grade and who
Eere in danger of a repeat failure and also additional students who were at high

isk of failing 9th grade coursework for the first time. A group conference

ith all teachers of the identified students helped to establish patterns of
ehavior peculiar to each student. ' We also brainstormed for workable strategies
tressing student strengths.

A contract indicating the student's goals to improve classroom performance
as affirmed by the student, the Intervention Team member, other teachers of the
tudent, parents, and guidance counselor. Frequent follow-up with the student
nd teachers plus personal attention toward the student by the team member
eemed to be most. effective when students were motivated to want improvement
or themselves. '

The success of the project, though limited by time, indicates its worthiness
nd a need for its continued refine ment. A communicetion network between teach~
rs seems to enhance some students desire and ability to improve academic
erformance.

RK: HIGH GRADFS? HIGH ?
Cathy Wilson, Linda Getzendiner DiRosario

Dublin Middle School '

Our action research project was based on several different facets of home~
work. We wr .ted to examine the stress it causes to ?arents and students; how
much: parents help with assignments; questicn parents’ perceptions of time
spent, usefu'ness and appropriateness of homework; and compare the findings
between sixth and eighth grade parents. Our rationale for choosing this topic
is that homework at the middle school level is imperative for active partici-
pation, and we wanted feedback on its usage to reflect our practices as teach-
ers in the classroom.

We collected data by ending home a questionnaire to survey the research.
Upon their return, we calculated the data and found that homework causes stress
to students about 55% of the time and 40% to parents. We also found that par-
ents help with written homework assignments 55% of the time and help drill or
study for tests and quizzes 67% of the time.

This study was well-received by the parents and was a“key public relations
tool for involved, as well as not usually involved parents. It has provided
us with valuable information in developing future homework assigments that
may involve parents. It has also raised our consciousness about homework
benefits, as well as its stressful effects and quantity.
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Tactical Emplacement Discipline in the Music Classroom

Barbara Boring
Groveport Madison~=Dunloe Elementary

One of my goals as an elementary vocal music teacher 1s to {nsti{l]

in my students self-discipline as a resule of known expectations regarding
behavior in the music c¢lassroomn,

The purpose of my study was to evaluate the affect of various seating
arrangements an the learning climate. Do children, given assigned geats,
' learn more than children glven freedom to sit where they choose?

The dues;ion is raised by my observation that some of my colleagues

who uge similar materials in similar settings do not #88ign seats as I
do,

I used personal obserﬁacion using the two methods, conducted a survey
of colleagues who use different mecthods, and administered g questionaire
to the students of the classesg involved,

After experimenting with the Ceacher assigned seats verses student
"free choice" seating, I found that assigned seating arrangements provided
my students with guidelines for expectations and behavior and uged wisely
the time alloted for music. Much off-task behavior occurred during
periods using the free-seating option,

Gail Hetzler and Don McMullen
Groveport Madiscn Middle School South

Various principles of classroom discipline was the focus chosen
for our actign reszarch paper. Due to the placemen; of the class rooms,
we realized that discipline would definitely be an important issue vided
throughout the year. Our classrooms are small (actually one room d.v!te
by boards and surrounded by traffic from physical education and activity

from the media center. L _
The ten principles researched were the focusing principle, direct

‘ ‘ ' ' irbnmental
instruction , the monitoring principle, modeling, cqing. env
control, low'profile interventior ,assertive discipl1ng, the l-message,
end principle of positive reinforcament. . .

? pOur f?ndingspseem to indicate that discipline is individual and
must conform to the physical envjronment of the room and also must
fit the teacher's style of teaching. ‘
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"Promoting the Love of Reading"

Contributors: Ruth Bitler, Brenda Sims, Jennifer Todd, Joan Goode,
Vicki Albrecht, Susan McCann, Jodi Kennedy, Eve Davis,
Donna Friedman, Mary Sittler, Carolyn Butler, Marsha
Playko, Billie Runyan, and Chris Myers.

GROVEPORT MADISON~~GLENDENING ELEMENTARY

Concerns and interest as a staff in the nurturing of lifelong,
independent readers, led our staff to pursue a study to
determine if childrens' attitudes toward reading changed when
the traditional basal reading approach was supplemented by a
mere literature based, activity oriented approach. It was our
belief that the basal reader teaches children how to read, but
not necessarily the desire to read. It was our belief that
classroom teachers can create a more appropriate environment
focusing on literature which will promote the love of reading
and help children become lifelong readers.

Our research design focused on literature in which participating
staff members in grades k-5 provided their students an additional
thirty minutes each day (for a period of ten days) specialized
activities beyond the basal reader. Students were administered
attitude inventories prior to the implementation of the
specialized activities, and again at the culmination of the ten
days of specialized activities. Staff members compiled a
multitude of activities which promote the love of reading from
which to select from and logged the specific activities utilized.

The data collected in the pre- and post-test attitude inventories
generally was insignificant with the exception of one grade
level. A number of factors have been identified in the final
paper which may have contributed to these results.

Motivation

Av1a Gibbg & Revy Sterer
Groveport Middle School South
Ana's jvterest i-v motivation of her E'R students i9
rrades 6-8 led to her develonment of a proaram of ivdividual
revards, nNuriae the firat few weeks of school she constructed
a1 ivterest ivventory which her students filled out, nroviding
her with several tynes of reyard ideas,

Usine these ideas sho develoned a havkivg svstem where
the ytudents "eap4 noints which allew them to *"buy* rewards,

this sveten alen marde tesching the bankine uvit relevant to
her students,

The hank reinforcement svetanm was successful in that

much of the class disruntions decreased, The students formed
better classroom behavior hahits,
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LET'S "CHECK QUT" MAINSTREAMING
Sharon Balog, L.D. Teacher  Myra Dauzvardis, Quest Teacher
Groveport Middle School

My concern in mainstreaming students to "regular" classrooms
led meto develop a checklist for mainstream teachers. The purpose
of my checklist study was to determine areas in which students
needed further assistance and direction to "survive" in the reg-
ular classroom setting. .

My reports were handed to mainstreamed teachers every month,
for 3 months. 1In turn, the reports assisted me to aid the Learnin
Diabled student on problem areas he/she was experiencing in regula
classroom work. The mainstreaming report included the following
areas; l) assignments student needed to complete 2) general class-
room management 3) overall cooperation with adults & peers 4) quiz
and test scores 5) class work completed and turned in on time
6) class behavior.

The reports are to be a part of a total mainstream program.
L.D. students in regular classes are scheduled for a supplemental
study hall with the resource teacher. This checklist will help
keep the lines of communication open between both teachers, which
can only benefit the student. Mainstreaming must be a " team
approach" with effective cooperation between regular and special
education teacher. This report establishes a periodic evaluation

of the student's progress in the regular class without it seeming
an endless chore of paperwork.

Television vs. Study Time
Jennifer Goudfrey, Lisa Goulding, Myrna Murray,
Linda Neth, John Neth

GROVEPOl ™ MADISON
The. purpose of this study was to d2termine the extent of
time a variety of students spend 11 the evening in
non-school related activities—- specifically the amount of
time spent watching television for the younger students and
including time At work for the older ones. With a base of °
known time spent away from school related activities an

eramination of: 1. students grades, 2. attention span,
F. negative behavior, and/or 4. excessive sleeg (L ness in
class was e:amined. Each teacher (% in all) from

kindergarden through high school presenhed students with
lists of TV programs. Students marked programs they watched
the night before. From thie list the ancunmt of time spant
and an approatimate bed time was devel nped. Becondaril the
type of program watched was also noted. The high school
students were ask for TV orograms watched and bime spent at
work or other activities.

There was a comelation between time spent and low grades but
there were notable exceptions. Variousw methads of personal

intervantion can then take place based upun the nen-schocl
time lifestyle of the students. It was also noted that many
lower elementary ztudents were watching prograning nat

designed for their age level. Those 1tens wera.documented

and may warrent further investigatiun. N




READING APPROACHES = BASAL SERIES VERSUS LITERATURE

Molly Smith and Joyce Sabgir

Dublin--Riverside Elementary
As third grade teachers in a bullding using two different approaches
for teaching reading skills, we decided we wanted a better
understanding of the programs being used. Were more teachers using
the basal series or literature for skill instruction and why? What
method was preferred by parents? by students? By gathering this
information we would have a better understanding of the instructional
background of our students, be able to better prepare them for the
next grade level and meet the interests of both parents and students.

To gather our data we formulated a four page questionnaice for
teachers regarding their methods of teaching reading skills, a three
Item questiocnnaire for parents of our third graders, and a one minute
question was posed to our students. Results of the teacher survey
showed a declining usage of the basal series as grade level
increased. In conirast use of literature for skill instruction
increased as the grade level went up. Third grade seemed to be the
turning polnt between the two programs, which indicated as third
grade teaciiers we were in a very pivotal position. It was our JOb to
help our students make this transition. Parents, in general, seemed
to prefer a method -of instruction combining the basal series with
literature. Children indicated a strong ‘preference for learning
through literature. Being of the literature persuasion, we were
delighted with this result; but were able to see a possible need for
continued in-service in this approach as volced by some teachers.

Jacque Merz § Sheila Allen, High School L.D. Teachers

’ ~ Groveport Madison

As teachers of Learning disabilities, oun primary concern is the
Least redtrictive and most appropriate placement for each of our students,
One of the members in oun sophomone classes has been exhibiting unusual
behavior as well as not progressing academically. 1In onder to necommenc
future changes {in educational placement objective data was necesdany.
Observations were made by both of us and regulan classroom teachers
while he attended both special and mainsireamed classes. The observer
was Lo nole by the minute for 10 x4 ‘e increments on on off task and
the specific behavion.

Ad a result of the data, oun concerns and hypotheses were validated.
The comparison of beha '~18 and off-task parcentages between L.D. classes
with behavion manageme . techniques and modifications with Largen
mainstreamed classes and no modifications shows no significance. Behavior
44 consistent throughout the student's day. The data comroborates oun
recommendation for a different special program and the need for this Lo
be initiated as iaon as possible. An indication 0f our duccess, 40 fan,
44 the suppont of our supervison and diagnostic team as well as the
wilaing administratons.

ROl




"The Effects of Varied Learning Channel Activities and Massed
Practice on the Short Term and Lcng Term Rctention of Spelling
Words for Second Graders' .

Contributors: Anna Humphrey, Beth Worley, Jeanne Saum, and
Joyce Schneider.

GROVEPORT MADISON-~GLENDENING ELEMENTARY

As 2nd grade teachers, we have been concerned about helping our students -
especially our students with weaker academic skills in Language Arts and
Reading - develop spelling skill. Students with weak Lanquage Arts and
Reading skills struggle a great deal as the spelling lists become
increasingly difficult (including long or irreqular vowels, silent letters,
etc.) After having a learning styles survey administered to our students,
ve decided to desion study.methods and Spelling lessons that would include
all learmirgy channels as well as incorporating what we had learmed ahout
massed practice through EEI. Our theory was that if we used students
various learning styles, as well as massed practice theory as opposed to
teaching £rom the workbook alone, our students would learn and retain
more spelling words - both for the short term and long term.

We chose two previously taught spelling units where many students showed
difficulty. We post tested these two units two and six weeks after they
were taught. We then wrote corparable lists of new words and taught each
for a week using our lessons and study centers of various learning style
activities and massed practice. At the end of each week we administered
tests and also administered a post test two and tliree weeks after the
units were tauglit.

As we had expected our better students did as well using the new methods
and our weaker students generally spelled more words correctly using
the new methods - both on short term and long term tests. We have found
the new methods help our students retain words better for short and
long periods of time and we plan to continue using them.

Homework Envelopes
Cindy Pence and Franny Harris Kruger

GROVEPORT MADISON=~~DUNLOE ELEMENTARY
Our interests in this project arose when we discovered that a

problem existed in both of our rooms; the lack of students
recurning their homework. Thus, our purnose was to devise a means
for students to return their homework ou a regular basis. )

Our rationale for implementing a homework envelope centered on
improving cur past efforts of insuring that homework would be
Promptly returned. We had tried a homework sheet, study room etc.

We planned our design aruund our problem. The data we collected
.in the past four montlis was plotted on an upward design‘graph.
1t demongtrates hou well three selectad students returned their
homework befora the interventive envelopes were introduced, when
they were introduced, when they were taken away, and' finally,
vhen they were used again, Our overall analysis of our action
research design proved it was effective.
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* Jody Read, Gretchen Friend, Amy Wensinger

In order to obtain information concerning 'How Students
Think and Feel about Classroom Activities" we created four sur=-
veys entitled:

1. Activities in the Classroom

2. Rules of the Classroom

3. Rewards

4, Classroom Arrangenment

pctivities in the Classroom" focused on the various types
of teaching methods utilized in Mrs. Friend's room. The students
canked ten activities on a scale from 1 (being hate) to 5 (being
love). Working in pairs, working in small groups and playing
games that relate to the material were the most favored activi-
ties. Doing review questions and long term projects of reports
were the least popular tasks. -

"Rules of the Classroom" was not only to see how the studentL
viewed roles in general but alsd how they felt about the specific
rules of the classroom. Almost every student thought rules were
necessary. Most thought the classroom rules appropriate and
easy to follow.

Because motivation can sometimes be a big problem in sixth
grade, our third survey dealt with rewards. The two most popu-
lar forms of reward were receiving a "free homework pass" and
holding class outside during nice weather. The two least favore#
rewards were work displayed and name being called out in class
for recognition.

The "Classroom Arrangement" survey showed that children
preferred to be by their friends . Another major factor re-

di ement was to be where the board and teacher were
visible. The two favorite arrangements deScrived by the cirtidren
were to be either in blocks of four or pairs. In gengral,
children want the best of both; they want b{ their friends and
in a place where learning will be more easily facilitated.

*GROVEPORT MIDDLE SCHOOL SOUTH




* Cary Towrley, fifth crade teacher

A3 & first vear teacher, I wanted to receive, gather
and interpret feedback about my students. Visual
observations of behaviors (and the frequency the~e of) are a
great indicator to any teacher. He/She can adjust the
manner of instruction to best “fit* his/her classroom and
students. [ houever, wanted to Q0 one step further., I
wanted teedback from my students (that I could gather
Quickly and easily) that would tell me on & more personal
level, how/wha: students in my classroom are thinKing. I
3180 wanted to know if how I perceive what is going on in
the classroom is what the students perceive as to what is
going on in the classroom.

The data I gathered and interpreted was from a
collection of, “premade” questionaires and surveys. They
ranged in topics from favorite/best teachers and subjects to
what one does in his/her spare time. Summaries of the
research told me a 1ot about how my students see me and feel
about the class, and the fifth grade in general. Many
students felt the same way concerning a particular subject
or responded similarly to a question. On the other hand,
some student responses to a particular question were
Complete opposites. For example: one student responded to
the question *how do you know when your teacher is angry?
with “he yells"., Another response to the same question was
“he is silent*, Perhaps one time, I did raise my¥ voice and
that is what one particular student remembers,

In talking with other teachers about student responses
to questions on questionaires, i have come¢ to realize that I
shouldn’t take every student answer “to heart“., I realize
that every student is an individual and has his/her own
opinion of me and my classroom. | believe that by using
several surveys, questionaires, and minute papers will help
me to understand why a student feels the way he/she does. I
can then adjust my teaching to meet that individual students
needs. This information, when gathered at various times
throuhout the year, will help Keep me informed as to who my
students are.

*Dublia=--0lde Sawmill Elementary-
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Assessing cthe Growth of First Crade Students in Creative Writing
Sara J. Cahm and Qecty Jenkins
Croveport-Madison, Sedalia_Elementary

First grade teachers have the responsibility of teaching the !
three .
Reading 1s of upmost lmportance. Math skills and teaching tﬁe mechanicsRo?

writing are important. There is very little time to teuch creative wvriting,
We developed a concentrated program for six weeks to measure the growth in
crective writing of the first grade students. We wanted to improve the
qQuulity and the quantity of their creative writing. The students experimented
dully with different kinds of topies und pictures, story starters, weather
report booklets, daily logs, to finally writing their own books.

Arfter doing creative writing each day for six weeks, we evaluated their
work., We graphed the progress of six students. There were two students from

c¢ach abillity group. The graphs indicated that all 51X students improved their
creative writing skills.

We decided ur'ter completing the action research, i1t would be interesting
to do the project again and measure the increase of the students according to
their achievement to see which ability group mnde the most significant progress

This project was not only profitable tor the students but also very
enjoyable,

School Performance and Student Attitudes '
Patty Fletcher and Barb llarsh

Croveport Middle School Sourh

45 niddle achool teachers, we were inlerested in student attitudes and
feelings, Ve decided that we ahould give an intercst inven ory and compare
rezponyes from seventh grade regular studeats and middle school D.H. students,
We cowpiled a list of clatements dealing with interpersonnl relationships,
self’ esteem, home environwent, und school environment. ‘tudents were then
70 ouped by ability into high, middle and low cateygoriesn,

after collecting information from the invintory, we found that generally
succeusalul school pecformance and attitudes toward the total enviroument
were closely related, ‘Those gtudenls who experivnce suctess also feel
i#ood ubout Lhemselvuw. 'Phose students who eisperiviice the least success
(repular class-low ability) have the lowest percent of positive responses.

s e b ot A @t €5 b m e me e el es




Promoting Student Success with Effective Parental Interaction

Katrina Barringar, Joyce S, Brown, Beth Browning, Dave Caperton, Pat Howell
Debbie Kurtz, Carol Lowe, Katie McCinty, Anita Mughrati, Pam Raver,
Stacy Topougis, Hamilton Local

As classroom teachers we have continually observed insufficient contact
between parents and their children regarding students' scholastic success.
We believe that such contact i{s essential to the students' academic well-
being. Therefore, as a group, we decided to develop a project that would
actively involve parents in their children's academic performance.

As a preliminary step, we employed a written survey to gather data
which would enable us to create a program to facilitate communication be-
tween parents and children. We mailed 10C surveys to the parents of tar-
geted groups of freshmen and sophomores. We were interested in determining
the amount of time parents :pent discussing academic performance with their
children. Other information sought included parental attitudes towards

homework, parent/teacher conferences, the school's job performance, and
educational values.

Unfortunately, despite accepted validation procedures, the survey did
not prove to be entirely valid. On several items, parents' answers in-
dicated widespread misunderstanding. In many cases, questions were not
answered, thus skewing the statistical analysis. However, the survey did
provide some usable data. We believe we have reliable information regard-
ing parental expectations of the school's performance, parents' educational
levels and the use of rewards/punishments for academic achievement.

After the group spent several sessions pouring over raw data, we realize
we were unable to derive sufficient information to complete our study. We
concluded that a postal survey was not an appropriate means of eliciting
responses from our targeted groups. Therefore, we are in the process of

devising an experimental program whereby we hope to have more personal con-
tact with parents.

Briefly, this project will include an orientation session for the parents
of freshman stuGents to take place early in the fall of 1987. We plan to
conduct an overview of the high school's educational program followed by
small group discussions conducted by freshman teachers and members of this
research team. We hope that this more personal contact will encourage parents

to take a more active role in helping their children be academically success-—
ful by contacting teachers early when a problem arises.
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APPENDIX A-4
Teacher as Researcher Submissions to OERI

and
Additional Teacher Researcher Grants
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LINK PROGRAM PROMOTES CITIZEN SHIP

During the 1987-88 school
year, five Freshman School
teachers submitted a forty-
two page grant proposal tc
The Ingram-White Castle
Foundation, Theteachers are:
Cheryl Bruggers, Steve Cun-
ningham, Patricia Lee, Mari-
lyn Wagner, and Chairperson,
Lana Borders. After an inter-
view with the Link team
members and principal, Tom

Tussing, The Columbus |

Foundation awarded a
$10,000 outright grant. Also,
for every one dollar, up to
$5,000, that is donated in “in-
kind-services” the Fcundation
will match the donation.

The project seeks to achieve
promotion of student-commu-
nity involvement in volunteer
service activities. By invalv-
ing volunteers in these activi-
ties, it is hoped that studerits
will foster attitudes of citizen-
ship and caring for their com-
munity. Program coordinator,
Lana Borders explained,
“This project is designed to
strengthen student learning, to
provide a positive environ-
mentin the school and to assist
students in bucoming produc-
tive individuals as they be-
come actively involved in the
community and its agencies,”
She further explained that stu-
dents who have some first
hand experience with hunger,
homelessness, the aging
population, the special learn-

Q

Community Kitchen summer volunteers:

Heather Hollins, Jennifer Mills, Diana Fledderjohann,
Mr. Ron Ball, Tammy Herdman, Sunita, Trang Tran,
Mrs. Vicki Hague aud (not pictured) Kim Rutherford.

ing needs of youngsters,
and the changing ethnic
composition of our popula-
tion, may have a better
chance of making informed
decisions on matters of
publicconscience when it is
their turn to do so.

Friday, September 2, was
the official Freshman
School Link Project “kick-
off” day. When the stu-
dents walked into the build-
ing, they were all greeted by
a locker notice personal-
ized with their names. Dur-
ing the lunch hour, a hot air
balloon was launched from
the front lawn with Mir.
Tussing aboard. The cost

of the balloon was paid for by
Mis, Donna Schneider, an
area resident and real estate
sales person.

On September 15, at the

Special Link Exhibit Day,
sportscaster Jimmy Crum
addressed the entire student
body at a special assembly
concerning the importance
of volunteering and getting
involved. During the day
approximately 15 volunteer
organization representatives
displayed ond presented a
variety ot examples of vol-
unteer opportunities in
which the students may
choose tu participate. Ex-
amples of some of these ac-

o

tivities were: Spccml Olym-
pics, Habitat for Humanity,
and St. John's Community
Kitchen,

The chance for ninth grade
students to be a community
volunteer is available during
the school day, after school,
or on weekends. Students
may participate in activitics
arranged through the school
or can do things on their
own. Some students have
already turned in service
hours for activities from this
past summer. Twenty stu-
dents have worked ut the
Community Kitchen prepar-
ing meals, serving them, and
cleaning up. They also vol-
unteered their time helping
at Special Olympics,

One local resident, Bob Lin-
ton, is helping this program
as a community volunteer.
He supervises house and
yard workers who volunteer
their time for the elderly of
the Groveport cor.cnunity.
The Link Project needs more
parental involvement, as
well as other adults in the
community who could help
students with these fun and
revsarding experiences,
Please call Lana Borders at
the Freshman School (836-
4957) if you would like more
information or are interested
in getting involved with this
worthwhile project,



U.S. DEPARTMENT OF EDUCAYION ~
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NOTE: The activities described in this announcement are subject
to the following regulations:

° Regulations governing the Educational Research Grants
. Program (34 CFR Part 700) ‘

° Education Department General Administrative
Regulations (EDGAR) (34 CFR Parts 74, 75, 77, and 78).
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FISCAL YEARS. : '
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TEACHERS AS RESEARCHERS:

LINKING SCHOOL AND COMMUNITY

Preparec and Submitted by

Lana Borders
Principal Investigating Teacher
Groveport Madison Local Schools
Groveport Freshman Schcol
751 East Main Street
Groveport, Ohio 43125
614-836~5348
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ABSTRACT

The Teachers As Researcher proposal titled, Linking School and Community

is inquiring into the research question, "Can faculty, students, and community
work cooperatively and effectively to promote student-community involvement in
volunteer service activities which foster attitudes of citizenship and caring
among Freshman School students?"

The methodology to be utilized as the study's activities unfold include
a preassessment/postassessment instrument, journals, written evaluation, project
development strategies, demonstrations from the field of education, investi-
gative events, applied research findings, and strategies for de~centralizing and
dissemination of information regarding the project's events, findings, and
implications for further research and/or inclusion into the regular curriculum,

The investigating team believes this research project which is being
generated and implemented by members of the School's staff will promote a sense
of collegiality, professional srowth, and teacher improvement. The project is
designed to strengthen student learning, to provide a positive environment in
the school where students feal good about themselves and their ability to chopse
to act in ways that make a difference both to their own personhood and to the
community and world in which they Conduct their lives.

The interdisciplinary and collaborative efforts of the project will result
in greater numbers of Freshman students becoming involved in volunteer activities.
The design and implementation of this project will result in school/community
partnerships with all segments of the community and will strengthen the ties
betweenthe school and its neighborhood and the larger opportunities for
"communal education". This is to te a life-affirming program in its effect

on the development of children.

The principal investigator is Lana L. Borders
Groveport Freshman School
751 E. Main St.
Groveport, Ohio 43125

The project can begin as early as April 1, 1988 ard run for twelve
month thereafter. Funds requested: £5,000.00
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SECTION IV=REMARKS (PMosss re/eresice the proper /mm nucber from Sectians |, 11 or 1, i applicabiel

Reading Strategies and the Gifted Child.

The Groveport Madison Schools are in the process of developing a plan for the gifted
children in our district. In order to meet the needs of these children, we need to
have basic research in our area as to how the gifted children iearn and what programs
meet their needs. By researching the reading learning styles and attitudes, we will
understand the strategies necessary to develop life-long learners. 1Iany gifted
students are turned off to learning in the traditional way. This grant will provide
a variety of material and teaching strategies to discover the methods be 't suited to
these 'learners.

NOTE: 1If person responsible for grant negéciaﬁibna is different
from person named in Item 4h. please identify by name and
phone number in this space.

name: Glenn Savage, Divector of Curriculum & Instruction

phone: €14 333-2003
(area code) (number) (extension)
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TEACHERS AS RESEARCHERS:

READING STRATEGIES AND THE GIFTED CHILD

SUBMITTED BY:

DOROTHY LANDIS

SARA JANE GAHM

GROVEPORT MADISON LOCAL SCHOOLS

ASBURY ELEMENTARY

DATE: DECEMBER 4, 1987
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ABRSTRACT

This study is being undertaken to address a fundamental issue,
reading instruction for above-average or gifted elementary students,
Through this project, the investigators hope to determine Lf inter-
vention in the form of enrichment results in greater skill develop;ent
and a more positive attitude toward reading than a progzam which
provides no intervention,

The type of enrichment program will also be investigated. Above-
average ‘readers will be identified and divided into three groups.
Each will receive a different type of reading instruction: regular
basal approach in the classroom, an enrichment program, and an
enrichment program in addition to systematic instruction in basic
skills. Results of Pre- and post-testing will be analyzed to determine
which program ig most effective. The resul:ﬁ of this study will
be used to help plan the program for the above-average and gifted
readers through the entire Groveport Madison School District.

The study will be conducted by Dorothy Landis, 3037 Marwick
Road, Columbus, Ohio 43227 (614/236-5480) and Safa Jane Gahm, 7470
WQodgle Drive, Carroll, Ohio 43112 (614/756-9305). Supporting teachers
involved from the fourth and fifth grades are: Mary Krider, Janice
Smith, David Arnold, Sharon Morgan and Jennifer Chatfield.

The study will begin October 1, 1988 and end June 1, 1989,

The total amount requested is $5,000.00,
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APPENDIX A-5

Syllabus for Teacher Leader Training Workshop




February 2
February 16
March 1

March 22

March 29

April 12
April 19

April 26

May 3

ERIC

Full Tt Provided by ERIC.

COURSE SYLLABUS
(revised)

Educational Policy and Leadership 870

Preparation_for Teacher Leadership

Winter-Spring, 1988

Introduction of Instructional Team
Course Overview -
Teacher Leadership: A Rationale -

Sharing of Personal & Professional Profiles
Criterion for the Selection of Teacher Leaders:
Leadership: Developing a Personai Conception

Mentor/Inductee Panel
Sherrie Kuehnle and Dot Landis, The Teacher Leader
Cadre

Complete Needs Assessment Instrument (25 pts.)
Local Needs and the Socialization of Beginning
Teachers _

Interpersonal Communication in a Helping
Relationship

The Problems of Beginning Teachers: An
Effective Schools, Effective Classrooms
Perspective.

Teacher Leadership: Alternative Conceptions
of Supervision

Looking in Classrooms: The Teacher Leader as
Inquiring Professional

Promoting Reflection

Adult Developmer :; Implications for Teacher
Leadership

Journals are due (25 pts.)

Complete Cuurse Evaluation (25 pts.)
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CLASS LIST.
ED. P&L 870
PREPARATION FOR TEACHER LEADERSHIP
SPRING QUARTER, 1988

1. Appell, Linda 25, Stiteler, Rosemary
2. Aro, Maryann 26. Troutman, Marla

3. Bittner, Sofia 27. Wallace, Jeannie
4. Brooks, Gretchen 28, Williams, Dora

5. Brothers, Karen | 29, Zink, Kabeh

6. Cameron, Ilene

7. Conrad, Sally

8. Cordova, Constance

9, Davis, Eva

10. Drummond, Joyce

11, Foucht, Margaret

12. Gehm, Genevieve

13. Kennison, Sandra

14, Lally, Sally

15. Milless, Mark

16. Moore, Elizabeth

17. Packer, Sandra

18. Paulmann, Greg

19, Paulus, Jeanne

20. Pence, Cynthia

21. Picklesimer, Rosemary
22, Smith, Wynona

23, Starr (Gayheart) Brenda
24, Steffensen, Margo
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Subject "A Course on Teacher Leadership

Date January 4, 1988
From Nancy Zimpher

To A1l Professional Staff
Participating Districts of the OSU/Franklin County Induct1on Program

Members of the Teacher Leader Cadré of the 0SU/Franklin County Induction
Program have shared with us the interests of a number of teachers in the
Tocal districts to participate in a course on teacher leadership. We have
discussed the nature of such a course and have determined that with the
support of the Teacher Leader Cadre such a course can and should be offered.

Accordingly, Professor Kenneth Howey and 1, both from the OSU Department of
Educational Policy and Leadership, will o."*~r ED P&L 870, Preparation for
Teacher Leadership, a 3 credit hour graduate course to interested teachers
in a 10-session course for Spring Quarter registration. Some members of

the Teacher Leader Cadre will also offer instructional support, too. The
purpose of the course is to utilize knowledge from several areas to inform
the work of teachers who now serve, or intend to in the future, in
leadership capacities among their colleagues. These areas include knowledge
of adult development, leadership theories, research on effective teaching
and schooling, -instructional supervision, and inquiry approaches appropriate
to teachers who are or may in the future serve as 'mentors, peer supporters
or evaluators, or in teaching or planning roles.

Because of the fee authorizations generated through the Induction Program's
res irch agenda, the Franklin County Department of Education will make
avaii~ble fee waivers for 35 registrants in this course. The course will
be offered on Tuesday evenings at Eastland JVS from 4-6:30 p.m. from
February 5 through April 12. These dates were recommended by the TLC.
Enrollment for the course will be determined by the date the attached
application is received, although preference will be given to the twenty
Seachers currently serving as mentors in the 0SU/Franklin County Induciton
regram,

If you have questions apout this opportunity, please feel free to call
Shirley Scholl (445-3777) or Sue Rieger (292-7927) for more information.

If you are interested in enrolling in the course, please complete the
a%tached registration form. We witl handle on-site registration during the
class.

CC. Shirley Scholl
Sue Rieger
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REGISTRATION FORM

tD: P&L 870 Preparation for Teacher Leadership
3 credit hours, Spring Quarter, 1988

February 5 - April 12, 1988
' Tuesdays - 4-6:30 p.m.

I am interested in enrolling in ED: P4L 870

Name

Building

Home Address

SSN

Return to:

Dr. Shirley Scholl

Franklin County Department of Education
1717 Alum Creek Drive
Columbus, OH 43207

(Earliest dates »eceived admitted firsi. Preference to current mentors.)
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" USE THIS SUMMARY AS PARKING PERMIT AT CTI - PLEASE PUT ON CAR'S DASHBOARD
(VISIBLE FOR SECURITY TO SEE. DO PARK IN STUDENTS PARKING .)

Summary of Minutes
Franklin County/0SU Induction meeting
January 9, 1986

Next meeting: January 27, 1936
CTI
Room 139 Union Hall
4:00 p.m.

1. The purpose of the January 9th planning committee meeting was twofold.
First, to give the committee an opportunity to meet Dr. Carolyn Evertson
from Peabody College at Vanderbilt University and get an overview of
her evening presentation on Classroom Management Training. Secondly,
to conduct a regular session of the planning commitcee meeting (to
take the place of the previously scheduled January 13th meeting)
concerning upcoming events.

2. Dates and topics were scheduled as follows:
L}

Inductee Meetings

Place ‘ Date ' -) Speaker Topic
Canal Wincnester February 3 w Charles Galloway Motivation
Dublin - March 3 Judith Green,

John Hough,

Don Sanders Reflectivity

(possibility of a joint mentor/
inductee session)

April 7 NO PLANS TO DATE
May 5  NO PLANS TO DATE
COSI June 2 Dinner Meeting

Mentor Meetings

Dublin March 3 Judith Green Reflectivity
Don Sanders
(possibility of a joint mentor/
inductee meeting)

April 7 Joint meeting with Building
May 5 ? administrative administrative/
- update Teacher
relationships

osU
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(gz;) Nancy asked that those enrolled in ED: PA&L 7.7C Issues and Processes

for Development of Programs for Beginning Teachers come prepared to
share the projects they chogse at the January 27th planning committee
meeting (e.g., slides, articles, guidelines for mentors, inductees, etc.).
She asked that projects be some t;e of dissemination materials.

4. A logr will be developed by The Ohio State University, Office of Learni.~
Resou 2s to use as a permanent symbol of the Franklin County/0SU
Induction Project.

5. On February 24 Cheryl Hilton, Deann Prince and Jody Klamfoth will be
presenting a small scale reflection of the Denver presentation at the
Area Superintendents meeting.

6. Nancy asked that all inductees enrolled in ED: P&L 727A lssues and
Concerns of Beginning Teachers come prepared to make a commitrant
to what project they plan to do as a part of their course description
at the February 3 inductee meeting.

EFCAED 2 i A
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Summary of Minutes

0SU/Franklin County Induction Planning committee
January 27, 1986
Thirteenth Meeting

1.  Next Meeting: February 10, 1986
CTI Room 139 Union Hall
4:00 p.m.

2. The first topic on the agenda Was'the sharing of dissemination efforts.
Nancy reported the committee's involvement in sharing information
concerning the Induction Project.

* The University of Kansas has requested copies of the needs assessment
instrument and other related literature.

* The University of Wisconsin at Whitewater has requested copies of
the needs assessment instruments to assess the needs of their under-
rraduates who are presently enrolled in their student teaching
programs.

* The Association of Teacher Educators has asked Dr. Zimpher to give
an overview of the Induction Project (Atlanta, February, 1986) at
a special interest group session. Nancy will distribute an abstract
of the Induction Project compiled from the presentations given
at NCSIE in Denver.

* Nancy Zimpher, Shirley Scholl, Deann Prince, Cheryl Hilton and
Brenda Stallion were present at the area superintendents meeting
on Friday, January 24, 1986 to report on the progress of the Induction
Project. Comments were made by each of the superintendents involved
in the project. These comments were documented and distributed
at the Planning Committee meeting.

* Brenda Staliion was aske. to speak on the topic (Supporting New
Teachers: University and School Collaboracion) at a brown bag
seminar sponsored by the Department of Educational Policy and
Leadership on January 28. 1986.

* Shirley Scholl suggested that the ~ommittee might present the
Induction Project at a local Phi Delta Kappa meeting. Shirley
will check into the possibility of doing thic at one of the future
PDK meetings.

* Deann Prince has attended several faculty meetings both in her °
building and in other buildings within her district and discussed
the Induction Project.

Nancy thanked everyone for their special effort in these dissemination
endeavors and askced, as always "to keep up the good work."

R7S
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3. The second item on the agenda was course registration. Course registration
will be March 3, 1986 on site at Canal Winchester High School. This
registration will take place prior to the seminar workshop. Those -
enrolling in the course that have never previously registered in a
graduate course at QSU are asked to bring a copy of their transcript
or a copy of their diploma. Fee waivers will be provided by Shirley
Scholl that evening. NOTE: A letter will be sent to those mentors
and inductees who need to bring either the transcript or diploma prior
to March 3, 1986.

4. Regular Menfor/lnductee meetings are as follows:

March 3 Managing and Organizing the Classroom
Professor Judith Green
Mentors/Inductees
Canal Winchester High School

April 7 Motivation
Professor Charles Galloway
Inductees (Mantors welcome)
Dublin District (building to be announced)

May 5 Practice Centered Inquiry
Professor Donald Sanders
Professor Gail McCutcheon
Mentors/Inductees
Groveport Madison High School

June 2 . Dinner/Sharing/Needs Assessing
- Mggfors/lnductees
C

5. Regular Induction Planning Committee meetings:

Feb. 10 April 14
Feb. 24 April 28
Mar. 10* May 12
Mar. 17 May 26*
Mar. 31 June 9*

NOTE: A1l the above meetings will be held at Tl except those indicated
by an * (locations will be announced later).

6. Nancy discussed plans for a workshon to be hels June 16~26 for all of
those interested in plannin? for next vear's involvement in the Induction
Project. This worksho; would be sponsored by The Ohio State lUniversity
and conducted by Nancy Zimpher and Judith Green. The Planning Committee
expressed an interest and suggested that Nancy continue in her efforts
to offer this type of workshop. :

7Y
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Dr. Judith Green will be present at the next regular scheduled Planning
Commi_tee meeting on February 10 to discuss her plans fcr the March 3
workshop entitled: Managing and Organizing the Classroom.

Shiriey Scholl suggested we devote sume small group session time at the
May 5, 1986 Mentor/inductee meeting for the purpose of discussing how
to order materials and supplies from facilities located within the county.

The fourth item on the agenda was the sharing of dissertation projects.
The following graduate students were in attendance to present their
dissertation topics:

* Eva Weisz - Examining the ways in which teachers make decisions
about, plan and use curriculum materials during their first year
as heginning teachers.

* Brenda Stallion - Assessing the effects of a program ¢f training
teachers in effective classroom management training and the relative
effects of the mentoring relationship on the beginning teacher's
classroom management behaviors.

* Sharon Jonus - Examining the organizaticnal develaspme.t and change
of the collaboration of higher education institutions and the
secondary institutions.

Others not present but writing dissertations reiated to the Induction
Program are:

. Terry Gorcon - Leadersnip characteristics of the mentor teacher,

* Denise Douglass - History af callaboration between the school and
the university,

* Patty Rvan « Teacher effectiveness study.

The fifth {tem on the agenda was project assignments related to the
ED: P&L 727C course. The following projects wer2 chosen:

Cheryl Hilton « slide shew production

Shirley Scholl and Elme Kal'ner « develop brochurc

Carol Lowe - analysis of the reflactivity packets

Deann Prince - workshop handbook

Karen Link - evaluation of mentors and inductees in each district
Margie Emmert - handbook on *Vips for Beginning Teachers"

Nancy asked &1 others to make a +inal commiurent on their proguci
selection by the February 10 meeting.

Brenda Stallion has available a resource file in her office at 310 Ramseyer,
Those that wish to check out articles may do so by contacting Erenda

.at 422-7700. A bibliography will be available and distributed at the

next planning meeting.
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Nancy meritioned that Dr. Ted Cyphert is offering a course Spring Querter,
1986, entitled Inservice Education and is willing to offer assignmerts

to his students enrollea that will help in the analysis and interviewing
procedures for the mentor and inductee. If you are interested in graduate
course c¢redit you may enreil. The cours: number is 925.36. The course

is offered Thursday evenings Trom 4:00 to 6:30 p.m.

&




NEAY PLANNING COMMITTEE MEETING - MONDAY, MARCH 31 at CTI, 139 UNTON HALL

FRANKLIN COUNTY/OSU INDUCTION PROGRAM
Summary of Meeting
March 5, 1986

I.  Announcements
(FOR"MERTORS AND INDUCTEES)
A.  Next meeting: April 7, 1986 in Dublin at Dublin High School
Dr. Charles Galloway will speak on motivation. ,

8. Notes from last mentor/inductee meeting

1. Thanks to Canal Winchester for hosting the meet1ng and providing
nutritious snacks.

2. The attendance was around one hundred people and eighty-four
registered for the Spring Quarter classes.

C. There will not be a Planning Committee meeting on March 17. It
is replaced by today's meeting. However, on that date Sherry,
Cheryl, Shirley, Tony, Carol and Deann will meet with Brenda for
3 hours of training for the observation sessions. They will meet
at the Franklin County office at 4:15 p.m.

D. The last official content meeting that we have scheduled will be
May 5. Dr. Sanders will be speaking on the process of reflection
and usage of classroom inquiry. He and Judith Green will be using
the classroom arrangement charts which were drawn at the last
mentor/inductee meeting.

E. Congratulations to Chip Edelsburg and wife who have just become
the parents of twins - a boy and a girl!

II. Additional Public Sharing Sessions

A. Nancy has described and talked about vur program in Atlanta and
Chicago. Audiences were enthusiastic about it.

B. Un March 6, Elmo, Deann, Deann's inductee, and a representative
from the University will speak to the Student NEA on campus.

IIT. New Business - Survival and Institutionalization of the Program

A. Five issues which Nancy feazls we must address as crucial to the
survival of the program.

1. A geod induction program needs real collaboration. We have
this through our joint meetings of teachers, administrators,
and 0S4 personnel

)
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2. There must be real resources identified. We need a commi tment
of funding other than the soft money from the NIE Grant.

3. Therc must be a guiding principle - a central focus that will
help improve teaching.

4. We need to protect ourselves from burnout, but also maintain
our vitality for the program in the coming years. Some of the
questions we need to ask are: (a) Can I cycle in and cycle
out? (b) Will I be able to get release time?

5. There must be differentiation between an instructional system
and an evaluation system. We have maintained this distinction.

B. We need to seriously think about how we are going to institutionalize
this program and gain public support at all levels since we will
be Timited to only $30,000 from the grant if it is approved for
the upcoming academic year.

C. Discussion

1. Mark announced that the state was providing a funding mechanism
for classrooms of the future, and that some of the things that
we are doing may be applicable for this funding.

2. Shirley mentioned that there is a possibility that the state
will be awarding grants next yeai to a few exemplary programs.
They will be looking at entry level programs.

3. Nancy has been asked by Bob Bowers to serve on a state-wide
committee to develop the specifications for the entry year
program which is to be in place by January, 1987.

4. The ideas of paying mentors and/or providing them with release
time was then discussed.

a. Mark reminded us that you cannot provide something like
this which has not been negotiated or else constitutes
an unfair labor practice. Because of he timing of
negotiations in some districts, the possibility of
negotiating these additions is a couple of years away.

b. Another suggestions was the possibility of cach district
paying money from a general fund to Franklin County as a
service unit for each entry level teacher. Then Franklin
County would distribuce this money to those districts who
request funding for their entry level programs.

c. A survey was the next item discussed from a survey
distributed to the mentors and inductees, we could determir
what they consider incentives or rewards (i.e., fee waivers
money, release time, career ladder concept). But we need
to do something for them which is different from what we
provide for other tezchers. Recognition at an excellence
fair was also mentioned.

CRud
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Next, discussion centered around the definition we will use

for inductee next year. If we alter the definition of inductee,
then that will cause an alteration in our number of participants.
However, we need to consider doing this because comments from
the field indicate that although the brand new teachers seem

to feel that they are benefitting from the program, the other
teachers feel that a modified support system would be more

useful to them.

The question was then raised regarding the obligation that

we have to this year's inductee, next year. Comment: We
cannot do everything as a program; we will have to leave some
responsibilities to individual districts.

Another question for thought was - Do we want to set up
explicit criteria for mentor teachers?

We may want to develop a categorical inventory to which districts
as well as OSU would suggest services (resources, policies,
incertives) that they could generate to help pull the program
together next year. :

At our next meeting we want to discuss the possibility of
soliciting other districts for the program.

[ )
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SUMMARY OF MEETING
FRANKLIN COUNTY/OSU INDUCTION PLANNING COMMITTEE
April 7, 1986

The meeting, May 5th, will feature Dr. Sanders who will present a follow-up on Dr. Judith
Green's presentation. This meeting is for inductees; mentors are welcome to attend.

June 2, 1986: The COSI meeting will be from 4-8:30 p.m. This will be a combined mesting
for mentors and inductees entitled "Celebration of the Si.rvivors". At this time, 2 second
needs assessment and an evaluation of the program will be completed. The exhibits at cOoSI
will be open for teachers' visitation and a COSI staff member will make a presentation on
opportunities for students and teachers.

The same format for presentation as used in Denver will be used at the Staff Deveiopment
Conference, April 22nd, Hyatt Regency, from 11:00-12:00.

Plans for next year were addrussed by the group. The Planning Committee gsuggested that
mentors should have release time or money for their efforts next year. It was felt that
if the same type of program continues next year, it was essential that some time of
compensation be given to teachers so that they could .provide effective mentoring. It was
also suggested that Caroiyn Everton's model be presented in August at the first meeting.
Another suggestion was that teachers know at the beginning of the year exactly how many
meet. .gs they are going to attend for college credit. It was felt that a survey similar to
the one described at the March 5th meeting be given to mentors to determine what would
be adequate compensation for being a mentor. It was also agreed that the Excellence Fair
would not only recognize the mentors but the members of the planning committee, too. .

Collection of Assignments

Collection of 727A and 727B course assignmenis was discussed. It was agreed that the best
way to handle this would be to have them turned in at the naxt two meetings.

Because the VCR has not been delivered as orde:ed, the 32 minute videotape was not shown.

PLANNING COMMITTEE MEETING FOR APRIL 28th WAS CANCELLED EXCEFT FOF
THOSE PEOPLE WHO SERVED AS CLASSROOM MANAGEMENT OBSERVERS. THESI
PEOPLE WILL MEET APRIL 28th AT 4:00 P.M., RAMSEYER 002, TO VIEW THE VIDEOTAPE.



The Franklin County/0SU Induction Planning Committee Meeting -
Summary of Minutes -
_Eif‘St Meeting August 7, 1986 wmotE: __Agends will includa Pollowing

itama: 1) Pineliza sctivity acheduls
2) liet af amch district
Next meeting: September 4, 1986 '2:2:22'3.‘.’.“3“""“' for 1808-07
{23 2212 a;?%e Umversity Park i{n Ohio Union Parking Ramp: parking
4‘.:00-6'?00 p.m. . Perm.te will be aveilabla et mewting.

A luncheon meeting for the Franklin County/OSU Induction Planning Comnittee
was hosted by The Ohio State University at the Faculty Club.

Nancy Zimphar welcomed thoée who wére returning veterans and those who
were new faces to the 1986-87, Phase II of the Induction Project. There
were a total of 16 present.

Overview and accomplishments of 1985-86 was the first item on the agenda.
Significant accomplishments included the following:

* 16 letters of support for Phase II of the Induction Project
contained within the OERI proposal for 1986-87. -

* 8 large scale monthly meetings (one per month) for the mentors/
;?ductees. These meetings were hosted by each of the five local
stricts.

* 18 regular meetings were held for the Planning Committee last year
(not including subcomnittee meetings).

* A needs assessment instrument was administered to all mentors and
inductees ir September, 1985 and it was used to identify topics
for each monthly meeting. The purpose of the needs assessme-t was
to 1) determine the situationally specific needs of inductees and
2) determine the service needs of the mentors in assisting inductees.

* These topics were simply reflective of the needs assessment
instrument and included: classroom management; discipline; parent
conferencing; motivation; classroom environment; and a central
notion of helping teachers become reflective in their classrooms.

* A reflection packet was designed by Nancy Zimpher znd mentors and
inductees were asked to fill out report forms about conferences,
critical eygp@§,wand-daily Journals to authenticate the mentciring

*  Four courses were offered, one to the inductees, one' toithe‘mentors,

one to program:plapners, and & summer workshop.'TThQsQAQGQﬂﬁgw'

enrolled about -40.-inductevs, 40 mentors, 15 program.planneks, and

25 workshop. participants for a tota] enro}lment of: 120" people, .
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* Publicity and participation from last year was reviewed by Shirley
Scholl as follows:

A national conference in Denver - the National Council of States
on Inservice Education

A state conference - Inservice Education for the State Department
of Education in Ohio . o

Several local meetings of teacher associations /OEA, COTA, FCCEA,
superintendent meetings and individual district meetings)

A press conference, radio conference, and TV coverage. Several
news articles appeared throughout area papers during the course
of the year. ' ,

Future presentations are already under consideration for 1986-87
which include todate: 1) National Middle School Conference;

2) National Staff Development Conference; 3) Nationail Council of
States on Inservice Education; 4) BASA: 5) AACTE; 6) ATE; and 7)
AERA, Other local presentations will soon be discussed.

§. Judith Green shared with the committee the results of the summer workshop
and how the workshop reflects plans for the taacher-leader model using
three knowledge bases (supervision, observation, and classroom processes)
for next year.

6. Brenda Stallion summarized the work of three dissertations that were
in the process of completion. The data source for these three disser-
tations included all five participating Franklin County districts.

7. Bfill Armlaine reported the progress on two main studies, the pcost-needs
assessment and the reflectivity packet. B8i11 explained that the variety
of instruments focused on the teachers' reflection on their teaching

¢ acts as well as their mentoring sessions. The evaluation will examine
the nature of the mentor/inductee relationship according to categories
of newnass to the profession. The purpose for examining inductees {in
terms of their newness) is to determine if there is something different
between someone who 1is just entering teaching versus someone who comes
?ack]from a leave, changes from a district, building, subject, or grade

avel, .

8. ga?gy explained tg?t the results of the data would be reported in late
all. --;;', 1 32

9. Soveral districtﬁggpresentatives shared comments about last year which
will enhance our endeavors for the upcoming agenda (e.g., teacher-leader,
1fors, and more involvement far the teachers them:

: ~

education for edug
selves). L

ERIC
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10. Nancy summed the overview by commenting, the benefi% of last year was
that we hopefully have refined the program and we need to work harder
at instituticnalizing the program by district next year.

il. ‘Plans for the 1986-87 (Phase II) Induction Project was the next main
item on the agenda. The following highlights are included in plans
for next year: .

* Goal is to aim for a teacher-leader model
* Monthly meetings with mentors/inductzes will be together.

* Superintendents need to strongly encourage participation rac:her
than the notion of voluntary participation.

* Graduate courses will be offered to mentors/inductees, teacher-
leaders, and program planners and fee waivers will be available
to cover these ccurses.

* The instructional team for these courses will be Ken Howey, Nancy
Zimpher, and Judith Green (each representative of the three knowledge
bases mantioned earlier) which will provide continuity for the
instruction,

* Release time is still being strongly suggested in order to make
this truely a faculty development project.

* Three knowledge bases serve to solidify the model for the mentor
and inductee relationship: 1) knowledge about classroom observation;
2) knowledge and supervision; and 3) knowledge about classroom
processes.

*.  Five or six meetings durirg the course of Fall Quarter are planned
to implement the knowledye bases mentioned above.

* - A central location for ail meetings is being checked into and
preferably will be West Campus at The Ohio Stace University.

* New program planners are invited to join the Planning fommittee
for next year and this year's members were asked to bring them to
the next planning meeting on September 4.

* Monthly meetings for the mentors/inductees are presently scheduled
for the following Tuesdays of Fall Quarter:

September 9 November 4
October 7 . November 18
October 21 December "
i 944
AR <55 b
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FRANKLIN COUNTY/OSU PROGRAM PLANNING COMMITTE

Summary of Minutes
September 4, 1986 Meeting
133 Arps Hall

Next Meeting: To be Anncunced

Present: Nancy Zimpher. Brenda Stallion, Sue Rieger, Shirley Scholl, Cheryl
Hi]t??, Don McIntyre, Chip Edelsberg, Mary Wolfe, Lana Borders, and Bill
Armaline ‘

1.

©

ERIC

Aruitoxt provided by Eic:

Welcome and Introductions: Each committee mefper introduced themselves.
Sue Rieger will be the new Graduate Research Assistant with the Induction
Program.

Review: Nancy Zimpher reviewed the minutes from the August 7 meeting
and indicated that the project has been fundad for a second year.

District Reﬁorts on Participation of Mentors and Inductees:

Groveport - 58 inductees/mentors matched

Dublin - 92 new teachers to district, approximately
half are first year ieachers; no mentors yet

Plain Local no inductees |

Hamilton 15 inductees/15 mentors

Canal Winchester 4 inductees/4 mentors

Approximately 100-110 inductees and mentors can be expected to attend
the September 9 meeting. ~ . ‘

Report on Needs Assessment: Brenda distributed a three page handout

to each member present concerning the results of the needs assessment.

She discussed those items which incTuded significant changes in perceptions
after involvement in the first year program. _ ..

Teacher-Leader Model: (Model discussed by Shirley Scholl)

a. Goal - to provide an opportunity for experienced teachers to take
a leadership role in sharing information based upon their past
experignces. Nancy Zimpher defined the model as "Trainer of Trainers
Model.' :

b,  Selection - any teacher would be eligible, especially someone in
last year's mentoring program. The maximum number of teachers
involved could be as many as 40.
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c. Activities - teacher leaders from each district would discuss topics
and lead discussions during the graduate course offered to mentors
and inductees. They will be involved in the 5 inductee/mentor
sessions and the additional 4 sessions held in the districts (for
a total of 9 sessions), for the purpose of diffusing and disseminating
the knowledge bases presented by the course instructors.

d. Ideas discussed - there are teachers who want to take o. a special
leadership role. Ways in which the teacher leaders might be
rewardad, other than professional recognition: stipend, release
time, university graduate credit. Other ideas are welcome at the
next Planning Committee meeting.

Specifically plans and selection criteria for the model will be further
discussed by Nancy Zimpher and Shirley Schoil prior to the September 9

Teeting. Carolyn Evertson will be here October 9 and 10 to train teacher
eaders. .

Course Structure: One course will be available for fall credit for both

mentor and inductee (72/A). The two are a team and discussion by the
committee included the need for both mentor and inductee to attend the
class together. A second class (727B) will be available for selected
teacher leader participants and additional information will be available
on September 9.

Agenda for Sessijon 1: -

September 9, 1986 - Scott Hall - 4:00-6:30 p.m.

Introductions

Jodi and Elmo - Welcome
Deann and Susan or Lana and Marilyn - testimony mentor/inductee relationship
Nancy Zimpher - historical perspectives and collaborative benefits

Overview of 86-87 Program

Course 727A - Nancy Zimpher and Ken Howey
Course 727B - Teacher Leader Program - Shirley Scholl

The fdllowing information will be given to attendees: agenda; syllabus
for courses; teacher leader information.

Participants will be able to register for class on the 9th.



PLANNING COMMITTEE MEETING

October 7, 1936
Southeast Caveer Center

Present: Todd Southern, Mary wOlfe; Ken Howey, Shirley Scholl,
Carol Lowe, Nancy Zimpher, Sue Rieger, Don McIntyre, Elmo
Kallner.

NEXT MEETING: Discussion centered on the need for a session where

all districts and OSU are present to talk through concerns. A
date will be negotiated so everyone can be there. It was detemined
that a breakfast meeting would be best.

Dates: TFirst Choice: Monday, October 20, 7-9 AM

Second Choice: Wednesday, October 22, 7-9 AM
Shirley will investigate the location.

Sue will contact each committee member for a commitment on a date.
She will relay information concerning place.

AGENDA ITEMS FOR NEXT MEETING:

I. How we are doing with the Meator/Ind ‘~tee process,

2. Notion of the Teacher/Leader Cadre.

3. Utilization of lead teachers at the .strict level, including
winter and spring meetings.

4. Share entry year standards from state and begin to think about
what this means when it becomes a district responsibility.

Nancy suggested formulating some questions for the committee
members to be thinking about in advance of the next meeting.
Shirley and Nancy will set up the questions/agenda and mail it
enabling members to give them some forethought tc the lewd teacher
concept.

COMMITTEE MEMBRRSHIP:

Shirley brought to the attention of the committee that there
is not an inductee on the planning committee. There was
agreement that a brand new inductee should be invited to be on
the committee, perhaps two. Shirley will check this out and
if anyone has a good candidate in mind, let her know.

New Albany doean't have LEA representation on the Planning
Committee. Shirley will talk with the three participating
teachers and let Sue know who will be on the committee, New
Albany will be participating in the lead teacher program.
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PRESENTATIONS:

Shirley noted that our Mentor/Inductee program was nominated
as one of the exemplary gtaff development programs in the
State. We are one of the final 3ts and our program will be
presented Wednesday, October 8 at BASA.

Shirley has copies of the Entry-Year standards. They have not
yet been passed.

NCISE conference wil, be in Nashville, Tenn. in late November.
Shirley, Mark, Sheryl, Eva, Brenda, and Sherry will be attending.
Nancy indicated we will have to see how much we apent laast

year and then look at the travel budget for this year. There

is one more consultant to bring in and then balance the funds.
Financially, we will have to see how much money is available

for travel before we can allocate funds for participants,

JULY, 1987

Discussion evolved around servicing those districts who could
not or were not part of the program. The notion of two
models emerged. Nancy Suggested a planning model by spring
quarter to help districts meet their needs. The "home front"
could be designed and how it would interact with the other
districts, This would provide some linkages among districts.

-We need to begin to ask what can the university do and what

can individual school distrists do. An important question is
what are school districts going to do nex: ly, 1987. Any
discussion centering on that notion woul: worthwhile.

T3
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FRANKLIN COUNTY/OSU PROGRAM PLANNING COMMITTEE

Summary of Minutes
October 20, 1986
Casa diPasta

Present: Todd Southern, Shirley Scholl, Charles Brown, Mary Wolfe, Jody
KTamfoth, Sherry Kuehnle, Cheryl Hilton, Nancy Zimpher, Mark Stevens, Elmo
Kallner, Charles Galioway, Don McIntyre, Bi11 Armaline, Ken Howey, Sue Rieger

NEXT MEETING: To be announced

HOSTESSING MENTORéINDUCTEE SESSIONS: The county office , 1id for and planned
the food and drinks tor the first session. The OSU/Franklin County project
paid for and planned the second meeting. =fach district is requested to take
a turn hesting the program. Let Shirley know if you are interested in assisting.

FOCUS OF THE MENTOR/INDUCTEE PROGRAM: Ken, Nancy, and Judith want the members
of the class to have a common focus and begin to lock at fnstruction in a
particular way. This woulu provide a common language for the mentor anl
inductee to use together. Therefore, on Oct. 21 and the three subsequent
nights the focus will be on the classroom moving from a more global perspective
to a more particularized one. There will be structured mentor/inductee dyad
activities between the two weeks that they are off. Instructors are trying

toc give the mentor responsibility for seeing that the inductee is able to spend
some time accomplishing the goals.

DUE TO ELECTIONS, THE NOV. 4 MEETING WILL BE HELD AT THE NORTHGATE STAF!
DEVELOPMENT CENTER,

PRESENTATION AT BASA: Nancy said the presentation at the BASA conferunce
was excellent. The group was able to tell the.participants in the session
about the entry year standards which will go into effect in the summer of
1987. Shirley organized the presentation, Nancy and Elmo gave the historical
collaboration, Sherry and Cheryl discussed the programmatic aspects of the
project. Cheryl showed slides from the program last year and Charles did
the summary for the superintendents. Nancy felt the presentation was timely
and placed the group in contact with those stuperintendents who wil’ begin
soon to consider a program in their districts.

OTHER PRESENTATIONS: We ‘have applied to the National Council for States of
Inservice Education and should hear from them soon. [We have on Oct. 22,
been accepted to present:at NCSIE.] We have.been accepted for the agends
of the Association of Teacher; Educators which is largely a university group
but also has members in ‘thé‘gchaol arena. This meeting will be in Houston
during February. e S
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TEACHER LEADER CADRE: Teacher leaders will present on November 4 the class-
room management material which they were trained to do on Oct. 9 & 10 by
Carolyn Evertson. Planning for their instruction will take place on Oct. 29
from 4:30-6:30 at the county office. Anyone on the committee interested in
attending is walcome. :

This will keep with our model to utilize their strerigths in an instructional
capacity for the Tuesday night meetings. The goal is to get them in a position
where they can translate some of this activity in the winter and spring

quarter for individual districts. Districts therefore, need to look to the
lezd teachers to determine what will happen in their districts during winter

and spring.

There are nineteen teachers in the cadre. Looking toward the future, there
may be too many lead teachers in one district and not enoygh for the other.
The idea was presented that perhaps some exthanges could’ take place. The -
ultimate goai being to develop them as teachers of teachers. '

GENERAL AGENDA MINUTES: The remainder of the meeting focused on several
agenda items. A great deal of discussion and ideas were generated during
this time.

1.  Mentors and those in the teacher Teader cadre are a resource and
districts do not want to lose these people who know what to do and
how to do it. The possibility was shared of training ment:ors in
some of the instructional models and then having them train other
teachers. Perhaps mentors could continue the training of inductees
and we would train the mentors. The concern expressed was in
regards to some recognition for their efforts so they will be
motivated to continue. We will begin to work with the tezcher
leaders to prepare them for the winter and spring quarters. The
question is: What do the districts do with these pecple who are
alr?ady trained? They need to be able to teach adults, not just
children.

2. Pl--ing Committee Agendas for the future: Nancy proposed that
star:ing in January the Rlanning Committes begip to facus on planning
for 29 entry year 6roJcct. Next year coyld be s pilot for whatevar
might be decided. We would bring our attention from January to
June on what districts need. There could be a sharing of ideas
both in the meeting and back in the home districts. There could
be some things districts did on a county-wide basis and some on an
individual district basis. The important part of the task is to
move toward a planning mode that says in 87-88 we will pilot our
own district level and county level answer to an entry-year program.
Several ideas were discussed including total inservice, bringing
in some of the instructional improvement models for everyone to
become acquainted with, sharing where different districts are and
what they are doing that might be exceptional. Mark §ugge§ted
perhaps an assessment could be used to determine what's going on
in each distri¢t or what districts are doing in certain areas.

.
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In summation, when the Planning Committee meets in the future, they will
begin to think more specifically about district level plans and a way to

use trained people in the districts. The agenda will shift enabling the
group to move each district closer o an entry-year plan, We will begin to
institutionalize the entry-year program. Therefore, we need a commitment
that from January to June the committee will meet to look toward the future.
As a group, we will facilitate the process of an entry year program.
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FRANKLIN COUNTY/OSU PROGRAM PLANNING COMMITTEE

Summary of Minutes
November 25, 1986
Franklin County Office

Present: Carol Lowe, Lana Borders, Brenda Stallion, Vern Nogel,
Cheryl Hilton, Shirley Scholl, Robin Mau, Don McIntyre, Trisha
Hart, Sue Rieger, Nancy Zimpher, Mary Wolfe, Gary Berkle.

NEXT MEETING: )
To be announced.

AGENDA

1. INSTITUTIONALIZING THIS PROGRAM: Beginning discussions
centered around concerns of providing an entry-year program for
those teachers who have coaching responsibilities after school.
These people have not been involved in the program thus far. The
question is whether the state will come up with funds to help
provide the assistance necessary for implementing a program. Two
options discussed were: 1l)those in the program on release time
and 2) those in the program after hours on a supplemental
contract. The bottom line is someone has to come up with money.
Nancy's idea of what we should do in terms of institutionalizing
the process is to agree to write district plans for entry year
and to provide a structure for doing that and facilitate the
writing of these plans. Thus we would assist the districts in
having those plans ready by summer. What we would do with tne plans:
1) activate and have ready to submit to the state department if
that's a part of the timeline and 2) they would be submitted to

NIE to show we were able to codify the nature of our program.

Each district has a choice as to whether they want to do this or
not. To facilitate this we would outline the new standards; come up
with a writing outline, ex. rationale, series of assumptions

that undergird the program, the roles and responsibilities, the
designated titles, what the activities would be, and whether

there is a research base or a policy implication. There are
imbedded policy implications with hiring new teachers and making
induction & condition of employment. What we could do as a planning
committee is provide the structure for that to occur. It is
critical, however, for us to arrive in June with a planning

document on paper that speaks to where we're going to go next

year. Nancy believes we must call the questicn. We present a
writing outline and say these things are important “or us to talk
about, We continue to talk about it, but nothing is forthcoming.
From her perception we couid be the first induction program in

the state and the last one to know what it's going to do in the

face of a mandated program. Because this is a district
responsibility, we cannot make it up and put it in a new proposal

in June. This a critical juncture for the planning committee.

Nancy has no problem in doing the work for it. Individual
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districts may do what they feel is valuable for their schools.
There may be some overlap and some things that the districts
could do together. A copy of the entry year legislation needs to
be given to all members of the planning committee. Nancy will
begin to think through what the standards really mean and so
should everyone else. Shirley proposed that the bottom line is
how much is the state department going to fund this project.
Nancy indicated that we must lTobby for money. This project will
fail in one year without funds to keep it going. Nancy
proposed that we become political with these issues. It is
December 7ind we don't know what's going to happen. Don suggested
we press the legisiature for categorical dollars. Vern said it
is difficult for local coffers to sustain a program. Funding must
be sought from outside souces so it will be there when individual
districts need the money. The legislation is not comprehensive.
The state decided to take one nibble at the entry year level,
Peer evaluation is another part of an improvement program that
was not mentioned in the legislature.
Nancy proposed: 1) Circulate the legislation;

2) Tease out what are the critical questions;

3) Propose a design to answer the critical

questions

We should devete 2/3 of our time to the above and 1/3 to keeping
the project running while we're trying to look to the future.
Don noted that the area superintendents will be meeting in early
January and the induction process is on the agenda.

2. PRINCTPAL INVOLVEMENT: Cheryl suggested doing a presentation
for the principals to help them understand the program a little
more. Shirley felt that next year principals need to look at the
entry year program. Cheryl felt they had been isolated and
decisions had been made around them and in some cases they do not
know what they are. Discussion centered on how to help principals
understand what the program is and provide them with information.
It was decided that at the next area local superintendents'
meeting, January 16, 1987, the principals would be invited

to attend with their superintendent to hear a presentation on the
Induction Program. Don indicated they weuld contact those they
want to have speak at this meeting.

3. PRESENTATIONS: A. $SCO - School Study Courcil of Jhio. Mark,
Sherry and Cheryl presented information on the topic "Mentoring a
District Approach” for an awareness session. They spoke for
three hours and felt the program was very well received and had
lots of participation by attendees.

B. Logan County Schools - Cheryl, Shirley and Katie McGinitie
went to Bellefontaine to make a presentation to the board
concerning our mentor and inductee program.

C. NCSIE Conference in Nashville - Brenda, Shirley, Sherry,
Cheryl and Eva Weizs made the presentation. A document was
deveioped and disseminated at the conference. The document will
be in the ERIC resource. Title of the presentation was "The
Right Stuff: Elements for Structuring an Induction Year
Project." OQur model shows how thea university and the local school
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districts can collaborate.

4. REPORT ON LARGE GROUP MENTOR/INDUCTEE MEETINGS: Nancy
indicated that we have now had four large group meetings of the
mentors and inductees. The first one being at Scott Hall which
was our awareness meeting; the rext meeting was at the Southeast
Career Center; then Northgate Staff Development Center; and back
to Southeast. We are trying to have a common focus on classroom
management and also trying to bring to a reality the notion of
the classroom teacher as an inquiring professional plus develop
the idea of teachers using action research in their classrooms.
The Teacher/Leader Cadre auring the last two sessions has
provided instructional irnput. At the last meeting, mentors and
inductees will be given a notebook as a way of organizing their
materials which will be accumulated throughout the year.

5. TEACHER/LEADER CADRE: Next meeting will be on January 20,
1987. They will help plan the four meetings scheduled in the
various districts. There will be two meetings in the winter and
two in the spring; as yet the content of those meetings has not
been developed. Nancy indicated there were two agendas for tnis
group; 1) the direct del:very of instruction for the inductees
and mentors, and

2) for the cadre to learn new things. The program is evolving.
We need to come to the next T/L meeting with some alternative
assessment approaches so they can take back tn thair districts
some designs for assessing the needs of their teachers. Nancy
feels the T/L Cadre is very impressive. They arrive on time,
they're very ready and energetic and tolerant of the unstructured
focus. They are all involved and interested in makiang the
project gc.

6. WINTER/SPKING MEETINGS: We hope the Lead Teacher Cadre will
help us decide what we will do and how we will do it for the
two meetings scheduled in the winter and the two in the spring.

A PROEOSAL FCR THE ENTRY YEAR STANDARDS IS ATTACHED TO THESE
MINUTES.
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FRANKLIN COUNTY/OSU PROGRAM PLANNING COMMITTEE
SUMMARY OF MINUTES
FEBRUARY 3, 1987
FRANKLIN COUNTY OFFICE

PRESENT:Karen Link, Jodi Klamfoth, Lana Borders, Shirley Scholl,
CheryT Hilton, Mary Wolfe, Carol Lowe, fharles Brown, Gary
Burkle, Don McIntyre, Sue Rieger, Ken Howey, Todd Sothern,
Sherry Kuehnle, and Elmo Kallner.

IMPORTANT DATES FOR YOUR CALENDAR
Next PTanning committee meeting: TUESDAY, MARCH 10, 4.00, COUNTY

OFFICE. .
February 10....... Teacher/Leader Cadre meetipg 4-6:30, Asbury Ele,
17....... EEI training by Glenn Savage at Asbury, 4-6:30
24....... Groveport TLC's district meeting at Asbury

Hamilton TLC's district meeting at High School
Dublin's TLC district meeting at Riverside Ele.
all beginning at 4:00

March 3.......Teacher/Leader Cadre meeting 4-6:30, Asbury Ele.
, 10.......Planning committee meeting
Publip= 17 or 31.Hamilton TLC's district meeting at High School
24....... Grovaport TLC's district meeting at Asbury
!
April =P« Mamitton TLC's district meeting at High School
14....... Groveport TLC's district meeting at Asbury
May 19....... (Tentative) Inductee/Mentor Celebration Meeting

28-29....Professionail Development Conference

AGENDA

1. WHAT IS GOING ON IN THE DISTRICTS WITH REGARDS TO THE
INDUCTION PROGRAM; INCLUDING THE MINTER AND SPRING MEETINGS THAT
WERE SCHEDULED AT THE DISTRICT LEVEL AND THE RELATIONSHIP OF
THOSE MEETINGS AND ACTIVITIES TO THE TEACHER/LEADER CADRE.

We met several times in the fall with mentors and inductees to
prepare the dyads to work together for the rest of the year.They |
are engaged in an action research project and there are plans to meet
them twice in the winter and twice in the spring. The teacher
leader cadre has continued to meet--last meeting February 20.

They will meet three times during the year and have a final meeting
with mentcrs and inductees on May 19.

There will be three district meetings which the Cadre will plan
and lead. Those involved include Hamilton, Dublin,

and Groveport. (See above dates.) Groveport's emphasis will be
on Madeline Hunter's EEI. TLCs of Groveport will be trained
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in some aspects of EEI,on February 17 which they in turn will be
presenting to the mentors and inductees in three subsequent
meetings. Hamilton TLCs will also attend the training session as
a way to better understand the EEI model and its components,

but their three meetings will continue wich the Carolyn
Evertson's Classroom Management model. Barbara Hyre in Dublin
will meet with teachers to determine their needs and then
schedule follow-up meetings.

Ken and Mancy on February 24, will make their way around the
county to attend these meetings for 15-20 minutes to talk about
how the assignment is cor'ng along and when it is due. Planring
committee members are encuuraged to attend any of the meetings.

The Teacher/Leader Cadre will have two more meetings as a group
focusing on (1.) teacher leadership roles and models for teacher
leadership and (2.) the research on teacher effectiveness and
effective schools. These were two areas in which the Cadre
requested informacion.

On May 28-29 QSU in collaboration with CEA and SSCO will present
a program entitled "Alternative Models for

Instructional Improvement". We will have representatives from
Madeline Hunter, PLS, TESA, Reading Recovery, Cooperative
Learning, and C. Evertson--Classroom Management. The profession
in the area will critique these models as instructional
improvement models. Tom Good will critique them from the
research perspective and Gary Griffin may come to critique them
from the perspective of effective staff development. Creating
cooperative learning environments is a model of David and Roger
Johnson from the University of Minnesota. They have agreed to
come in a day or so ahead and work with members of the PAR effort
in Columbus as well as TLC members if we can find a way to
subsidize that effort. Ken Howey gave us more thorough
background on the model. The Cadre showed some interest in this
model. For the training to take place it will take: 1. funds to
bring them in for the day or two and 2. release time for the
cadre and any planning committee members to attend. The Cadre
needs support from the districts for the release time or the
possibility of scholarships--which is a new concept. The OQERI
project has $600 left in the fund. So, we have to look for funds
elsewhere to subsidize this venture. Nancy indicated we had to
put the f.formation on the table and see what the Johnson's
commitment would te. :

2, INSTITUTIONALIZING THIS PROGRAM WHICH INCLUDES NOT ONLY WHAT
WE PUT IN THE PROPOSAL FOR NEXT YEAR, BUT HOW WE MIGHT ADDRESS
THE NEW STATE STANDARDS ON ENTRY AND INDUCTION.

Nancy, Ken, and superintendents have had separate meetings with
Nancy Eberhart and members of her staff concerning perspectives
related to the Entry Year Program. There may be a pilot year
next year iu the state, which Nancy felt we would be in a good
position for possible acceptance and possible funding. Discussion



continused on funding for the entry year program from the state
legisiature.

Looking at the state standards, there are some questions we have
to ask: (the ten Nancy proposed are attached) We can answer who
is a mentor, but we do not have as tight a definition of roles
and responsibilities that we might 1ike to have. Selection--
we've reviewed that and gotten informtion from the project
participants from last year. We have tried to put a definition
together,but we have a long way to go in this regard. We've only
scratched the surface on giving mentors and inductees adequate
time. The state ratio is 14-1, but is that the only way you can
go--we've had a very rich formula of 1 to 1. The missing
question is what is the nature of the program? Nancy feels that
we have a very substantive direction for our program in the
notion of inquiry and. we keep getting a little closer to it each
year.

We have a terrific resource in the Teacher/Leader Cadre. They
have an enormous amount of energy and we could use them to begin
to give us illustrations on paper of some of these entry year
designs. Ken and Nancy can also come back to the Planning
Committee with some answers to the questions.

Shirley felt that members had ideas concerning entry year
gndiasked them to share those notions about the »rogram

esign:

1. Charles Braown indicated that we need commitment -on the part of
everyone to be a collaborative effort. Small districts cannot
stand alone and are not able to place one person in charge of 14
people unless they are separately funded and that's not possible.
Districts, however, need flexibility for those things which they
have common and those which they do not have in common.

2, Elmo stated we could not give up the basic format that has been
developed here during the last two years. It has given us the
impetus to go into the implemenctation year with a program.

Agreed with Charles on the need for flexibilty. We have focused
onith$ needs of the entry-year person and we cannot lea e that
priority.

3.Cheryl felt the strength has been with the one to one
relationship with the mentor being in the classroom.

4.Todd added that it was important to have the collaboration of
O0SU to do the training of the mentors and inductees in
goursework. It would be difficult for the local districts to

o that.

Shirley discussed the availability of fee waivers. Nancy
indicated that districts may want to look at distribution
policies. It appears that the system sometimes rewards
senioirity, but this is a time when we're focusing on beginners,
who are usually at the end of the line for fee authorization.
One recommendation she made was for districts to look at this
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process and see that it doesn't constrain entry year activity by
using old distribution rules that no longer apply. OSU at this
time does not plan on terminating fee waivers.

In summary Ken identified the following unique characteristics
that he heard mamhers stating should be maintained: ‘

1. We do need to tind ways to provide release time for mentors.

2. We focus on the basic needs of the beginner. There is a good
approach in its inquiring professional component.

3. We have a joint training model that also split peopl: off to
determine individual problems.

% It snould have some impact on 0SU and influence our thinking on
what we do or will do at 0OSU.

5. The program has fostered some cross-districts sharing of resources.
6. A group of teachers with leadership opportunities came from
mentor opportunities.

7. Documentation of the program has been unique.

Nancy added that one of our uniquenesses is that OSU and Franklin
County have been able to collaborate for such a long time.

She also indicated that we need to invest more energy in the
selection of mentors. We need to have a corroborating agreement
that a person should take the mentor role. There should be
quality checks that this is a good person., We may ask the TLC to
give us help on not only criteria, but conditions of service.
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THE_ENTRY_YEAR_STANDARDS

Questions to answer

1. - Who is a mentor (define roles and responsibi]ities)?

4 |
: '

i

™~

How could districts/universities/agencies collaborate in an entry-year
program? _ - | i '

\

|
!
! .

3. What structures could be used for jointly planuing entry year programs? .
4, What are the criteria and proceduras for selecting mentors?

5. What are alternative ways at arr1v1ng at the 14 Lo l ratio ¢f inductees
to mentors?

6. what are the categories of programmlng approprwcce for beginning
teachers? . . _




10.

-2- §

What are alternative forms of reimbursement for mentor teacher service?
l
|
l

What siould be the nature of mentor‘vt'ra‘ining?i

|
i
i
!
f
|
l
1
|
\
1

How should entry year programs be evaluated? .

How could we study the effects of entry year programming?
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FRANKLIN COUNTY/OSU PROGRAM PLANNING COMMITTEE
SUMMARY OF MINUTES
MARCH 10, 198"
FRAMKLIN COUNT" UFFICE

=

ESEﬁI: Carol Lowe, Robin Mau, Sherry Kuehnle, Cheryl Hilton, .
e Rieger, Nancy Zimpher, Jodi Klamfoth, Ken Howey, Mary Wolfe,
ry Burkle, Chris Bowser, Elmo Kallner, and Mark Frazier)guuw&g,lkéw

NEYT PLANNING COMMITTEE MEETING
T' “sday, ApriT 16, 4:00-6:30 at the Franklin County Office

Possible topics include:

* plans for May 12 meeting of Mentors and Inductees
* documentation of program outcomes

* direction for third proposal to NIE

AGENDA

T, "Several presentations have been given during the past month:

Nancy--AACTE (American Association of Colleges for Teacner
Education)--met in Washington and the federal funding agency
for NIE projects was able to hold a meeting for all NIE

rant recipients. They gave an analysis of the thirty projects.

?copy is in these minutes). Some topics dealt with
.supervision, induction, observation, mentoring and
the thirty-first project which documents the other thrity
projects--called "The Network." We will attempt to show the
impact of our program through documentation that will be
required in the spring. '

D o
o C!

ATE--Association of Teacher Educators--a summary of
our project along with three others from Baruch College,
Peabody College, and Kent State was presented.

The Nashville groun will be presenting their material again at a
conference in Ohio to a group of Ohio Teacher Educators.

Cheryl mentioned that a group had applied to present at the
National and State Middle School conference.

Shirley and Sue traveled with Steve Gordon to w11ming£on, Ohio to
present information on our project to the county superintendents
in Southwest Ohijo.

II. Teacher Leader Cadre (TLC) met last week and discussed the final
meeting of the mentors and inducteec on May 12. Nancy, Ken, and
Shirley also attended the cadre presentations the previous week,

as they led the mentors and inductees in specific activities in

their individual districts. They felt the cadre had done a
tremendous job. .

Plans for the May 12 get-together:
Possibilities--

"A. Each person or group prepare a 250 word abstract of their action
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FRANKLIN COUNTY/OSU PROGRAM PLANNING COMMITTEE
SUMMARY OF "MINUTES

MARCH 10, 1987
FRANKLIN COUNTY OFFICE

PRESENT: Carol Lowe, Robin Mau, Sherry Kuehnle, Cheryl Hilton,
Sue Rieger, Nancy Zimpher, Jodi Klamfoth, Ker Howey, Mary Wolfe,
Gary Burkle, Chris Bowser, Elmo Kallner, and Mark Frazier.

NEXT PLANNING COMMITTEE MEETING

ETther Tuesday, ApriT 14 or Thursday, April 16--further
information on the specific day will be forthcoming
Possiblec discussion topics:

* plans for May 12 meeting of Mentors and Inductees

* documentation of program outcomes

* direction for third proposal to NIE

AGENDA

I. Several presentations have been given during the past month:

Nancy--AACTE (American Association of Colleges for Teacher
Education)--met in Washinaton and the federal funding agency
for NIE projects was able to hold a meeting for all NIE

rant recipients. They gave an analysis of the thirty projects

?copy is in these minutes). Some topics dealt with
supervision, induction, observation, mentoring and
the thirty-first project which documents the other thrity
projects--called "The Network." We will attempt to show the
impact of our program through documentation that will be
required in the spring. '

ATE-~Association of Teacher Educators--a summary of
our project along with three others from Baruch College,
Peabody College, and Kent State was presented.

The Nashville group will be presenting their material again at a
conference in Ohio to a group of Ohio Teacher Educators.

Cheryl mentioned that a group had ipplied to present at the
National and State Middle School conference.

Shirley and Sue traveled with Steve Gordon to Wilmington, Ohio to
present information on our project to the county superintendents
in Southwest Ohio.

ITI. Teacher Leader Cadre (TLC) met last week and discussed the findl
meeting of the mentors and inductees on May 12. Nancy, Ken, and
Shirley also attended the cadre presentations the previous week,

as they Ted the mentors and inductees in specific activities in

their individual districts. They felt the cadre had done a
tremendous job.

Plans for the May 12 get-together:
Possibilities--
A. Each person or group prepare a 250 word abstract of their action
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research project in advance of the May 12 meeting.

B. Structure may be provided wherehy interested people would be able
to present their study in something like a mini-conference.

C. There will be food. Shirley will check into Wendys and Rax as
possibilities. Last year Pizza Hut donated the tood. Several
committee members were going to help Shirley investigate
possibilities--call her by APRIL 1.

D. The mentors and inductees will be requested to fill out some
forms or provide other information as we bagin to document and
assess outcomes of the project for The Network.

E. We will meet at Southeast Career Center, 4:00-6:00.

F. There will also be acknowledgements for mentors and inductees
who have participated. Last year a pin was given to teachers.
Shirley and others will begin looking into what we will propose
this year and she and Nancy may have to determine what that w'11
be since time is getting close.

III. Teacher Leader Cadre

A summer institute is being planned for the cadre for a week.
Information will be obtained from them as to where and when in
July they would like to meet.

We need to get ourselves in a good position to becorme a pilot
endeavor with the State Department. NIE funds will be reproposed
for next year and hopefully we will receive another grant. Fee
waivers will also be available next year, since the project has
continued to generate them throughout this year,

Discussion continued on whether to open the TLC group to other
teachers who might be interested in some leadership
opportunities. Some of the issues discussed were:

* Perhaps amend form from last year asking association presidents
and principals to nominate others.,

* Do cadre members need to have been part of the mentor/inducte=
program?

* Will the cadre support the mentor/inductee program or will
there be other opportunities for them?

IV. Institutionalizing our Program

* We must continue with the TLC group and consider what will be
their role and continue with action research.

* We may need to spend quality hours following the May meeting
to determine the grist for next year's proposal. We may need
time in late May or June to put everything together.

The discussion moved to an idea Shiriey had about providiny time
for mentors and inductees to observe and coach each other, She
proposed the possibility of subs being trained at the County
Office to substitute in buildings around the local districts
while mentors and inductees met. She presented ideas on how this
micht work, but the money issue was brought up by districts who
felt this would be difficult to provide. Alternative ideas were
discussed such as principals sub or half-day subs. HNancy
requested thec Shirley bring several options to the next meeting
on paper and maybe we could generate more. The discussion then
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moved to providing training for the mentors. Cheryl thought
mentors needed a firm idea of what was expected of them and then
provide training. Sherry indicated that mentors and incductee
meetings the first couple of weeks of school was not a gooed idea;
later would be better. Jodi felit that mentors needed to be
assigned to inductees before school starts--Groveport had sent
Tetter to new teachers identifying their mentor prior to the
opening of school. Sherry felt it would be a good idea to find
out who was interested in mentoring in June.

Nancy summed it 1p:

Easy identification of mentors

Give mentors some idea of how to initiaily contact inductee
mettor oriertation so mentor could orient inductee

Provide sgme kind of program for release time

Know what we have in mind for mentors to do

Do mentor and inductee pairing in job alike situations o
closer proximity

ST B WM
e © o e o o

Ken suggested as a target to take once a month for half a day to
release mentors and/or inductees. The district would make some
financial contribution and perhaps the project could make some
financial contribution. We need continuity over time. What
becomes powerful is a contemplative reflective practitioner. The
power -of a good, experienced teacher would sustain a problem
solving model. '

Shirley mentioned that when superintendents met, they supported
release time more than anythng else. Elmo discussed that there
are districts that cannot provide release time due to their
financial situation. He said they were willing to

participate, but money hindered everyone in the districts.

Ken suggested that we need to document both the good things and
the bad things about the project.

V. May 28 and 29 conference on alternative instructicnal
improvement models:

Shirley indicated that thc<re was a strong possibility that the
County Office would be able to provide some scholarships under
certain conditions. Jodi indicated that COTA had allocated some
money for scholarships for the conference also. Keep Shirley
informed uf any othe possibilities.

VI. Update on involving princ.pals:

* Nancy, Ken, Shirley, and Jdim Barr met with Dr. Galloway. They
decided they needed more time with administrators and the teacher
induction program to design program. It is in the works, but we
don't know what is going to happen yet. We need to get some
numbers on who will be in the program,

* Hamilton is having three administrators sit in on a nanel for
their next meeting. ‘

* We need to work with the Administrative Update to help with
communication about our project and other possibilities.
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FRANKLIN COUNTYﬁOSU PROGRAM PLANNING COMMITTEE
SUMMARY OF "MINUTES

APRIL 16, 1987

FRANKLIN COUNTY OFFICE

PRESENT: Sherry Kuehnle, Chris Bowser, Shirley Scholl, Ed
Norton, Mark Frazier, Chery!l Hiton, Sue Rieger, Nancy Zimpher,

cn?fﬂyland (Bexley observer), Carol Lowe, Jodi Klamfoth, Mary
olfe,

NEXT PLANNING CUMMITTEE MEETING

Wednesday, June 10, at 6:00 for dinner at Casa DiPasta.

A1l committee members please attend. District administrators
(principals) and LEAs from the five districts

are also invited. We will discuss the successes of this year and
begin to plan for next year.

AGENDA

A"synopsis of the thirty OERI projects was distributed to those
in attendance.

PRESENTATIONS UPDATE: State Joint Conferences of the Ohio
Association of Teacher Educators and the Ohio Association of
Colleges for Teacher Education--Brenda, Shirley, Sherry, Sheryl,
and Eva Weisz were the presenters. Cheryl and Shirley also
presented the same night at the Delta Kappa Gamma meeting.

Shirley reported that we have b:en invited to be one of ten
entry-year programs that will be presented at the May Staff
Development Conferenca, May 6-¢, sponsored by the State
Department of Education. An incuctee and a mentor may be added
to the group of presenters, plus & T/L cadre member.

Deanne Prince, her inductee, and Sheryl are presenting at tne
Ohio Middle School Association in a couple of weeks.

The Curriculum Council wanted ar update on the induction project
and Cheryl will be reviewing that.

LEGISLATIVE ENTRY-YEAR UPDATE: At this time, it appears that the
State Department will not implement the entry-year standards

next year. Mostly this is due to the financial situation.
Therefore, the State Department will be trying to get as many
districts as are interested, knowledgeable about entry-year.

They will work tr+ough the Regional founcils for Staff
Development to - sunce two con‘erences for the summer:

1) June 8 and 9, at Deercreek--School districts will bring teams
selected through their regional council to discuss how to plan
and design an induction program. Must come as a team:
representative of the administiitors, the teachers, and a staff
development person would come together. The commitment would be
to pilot an induction program next year. We will be a resource
for this endeavor, and send a team from our planning committee.
2) August 9-14 at Mghican--The State Department will take
registrations from those distrists that came in June as teams for
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two people who will ultimately go back to the district and train
mentors. Therefore, this will be a training of mentor trainers.
This comes close to our Teacher/Leader Cadre. Again, this may
not be something we need, but is in part a testimony to what
we've been doing. An appropriate response for us might be to
send a team from the Planning Committee because we already have a
collaborative arrangement and the state would perhaps like to
encourage other collaborative multidistrict arrangements.

Nancy recommended that we send a group to these sessions
representing our Planning Committee. Each team is to be composed
of 3-5 recommended persons including: :
a) At least two (2) teacher leaders rapresenting the
teachers' organization;
b) A buildin grincfpali
c) R central office person in charge of staff
development:
g) A school board representative may ke included.
ParticipatTon is open onTy to those districts who Tollow the team
concept. Districts must specify participants in the above.
categories.
We are composing a list aof volunteers for the above
team. If you are Interested in participating, please let Sk’ "y

e

Know.

DISTRICT LEVEL MEETINGS: Hamilton--Carol indicated that teachers
were interested in something on special groups. Therefore, they
had Patty Brown from the Countys Office come in and talk about
managing youngsters in the classroom, with an emphasis on
mainstreaming. They had a potluck supper because teachers
irdicated they enjoyed having food during their meetings. Carol
indicate ' that Hamilton teachers prefer the local meetings as
opposed to the overall meeting.

Nancy commented that the overall meetings do have to "grow on
you.* But, the emphasis is that individual teachers and
districts are part of a very large endeavor. Perhaps some happy

- medium might be helpful.

Dublin--Mary reported on Barbara Hyre's endeavors., Their last
session was a continuation of EEl and a teacher did a
presentation on motivation.

Groveport--They had their third meeting and had split into two
groups elementary and middlie school/secondary. The middle school
TLCs taught the middle and secondary teachers their Ecl sections.

MAY 12 FINAL MENTOR/INDUCTEE MEETING
Nancy wiTT be sendTng out a letter requesting teachers to
complete an abstract of their action research project and calling
for participants to present their projects in a round robin
fashion. We had envisioned having a bookl2t to hand out on the
12th of the different abstracts. This letter would include:
' 1. An abstract (we'll irclude a sample)

2. Name theg team members and the title of the project

3. Ind}cate whether they would be willing to present their

project. ,

N - .



There will be three twenty minute sessions and mentors/inductees
can shop and hear three presentacions.

We will begin at 4:30 with the following agenda:
- Nancy will give the welcome .
Sheryl, Brenda, and Eva will give their presentation
Round robin sessions ¢f sharing action research
projects--20-20-20 (3 sessions, 20 min each)
Returrn to large room for food, awards and filling
out project evaluation forms
Shirley will present to mentors or inductees
Carol Lowe will present to M or I
Ken will read names of TLC

Awards: We will give a gold aprle whirh Jodi shared with us for
mentors and inductees and planning committee. We will order 175
of them at § .50 each. The pin will be attached to a card,
lﬁtter or certificate with each person's name an- presented to
them.

Jodi and Sherry will be looking for an award to give the TLC.
Nancy suggested a cup or something for a dollar.

We will be doing interviews agaii., Chris, Jodi, Carol, Sheryl
and Sherry have volunteered to du ten interviews again. We will
review the questions from last yar and design a questionnaire
for this year. Interviews do not have to be completed until June

12, We will interview 2§ mentors and 25 inductees with a random
sample,

Carol--Hamilton & part of Grovepcrt
Jodi--out of district

Chris & Sherry--Groveport
Sheryle-<Dublin

Shirley proposed an inventory for the TLC which was based upon an
article by Fenstermacher in an issue of TIP. It would include
asking the cadre to read the article and answer the

questionnaire. The article explains teachers teaching teachers.
It was decided that Shirley would send the questicnnaire and

z*tigle out if she did not hear any comments to the contrary by
prit 27,

MAY 28 AND 29

One of the Johnson brothers will be coming on May 28 to train
teachers in the cooperative learning model. Several! PAR teachers
are interested and there may be TLC members who also are

interested. There will not be any registration fee, but teachers
will need the day off.

There will be a conference on May 28, evening and May 29 all day
related to instructional improvement models. There will be a
brochure going out to everyone sjon. The registration is $50 for
both days and $40 for Friday onl:. COTA has some scholarships
(possibly 10) that are available for the TLC and/or the Planning

1y 8




Committee. If teachers are interested, they should see their .
district presidents and they will notify Jodi. The County Office
would provide scholarships for those who will attenc as a team.

TLC~--Nancy has sent out letters for anyone who would like to join
the TLC. ' The course will be held July 13 - 17 and start at about
8:30-4:00. It is open to anyone in the TLC, Planning Committee
members, and anyone interested in being part of TLC.
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ERONKLIN COLUNTY/0SU PROGRAM PLANNING COMMITTEE
‘ SUMMARY OF MINUTES
JUNE 1@, 1987
CASA DI PASTA

PRESENT: Lana Borders, Vern Nongle, Elmc Kallner, Carol Lowe,
Charles Brown, Wolfe, Suw Rieger, Nancy Zimpher, Shirley
Scholl, Jim Boie Janet Schu’*z-Russell, Sherry Kuehnle, Cheryl
Hilton, and Howe \/g oA

NEXT PLANNING COMMITTEE MEETING

The next meeting will take place in August. We will send a nem:
later as to the specific time and place.

** Note: We need letters of concurrence stating that yecu support
the progject. They should be sent to Don Anderson as soon as
possible. We need one from each superintendent and each
president.

AGENDA
1. Update=--Nancy

We are guaranteed a third year with the project, but we do
have to write a proposal for the third year. The deadline is
July 17, 1987 for the submission of the proposal.

State Department has developed a plan to help districts with
the entry year program. On Monday and Tuesday, June 8 and 9,
they provided a session to help districis begin to think about
establishing an induction year program. Our county was
represented by Dot Landis, Carol Lowe, Cheryl Hilton, and Sherry
Kuehnle. Shirley shared how the participants were chosen and how
their registration was paid. In August there will be a week long
session to prepare pecple to prepare mentors or training of
mentor trainers. For this session, Barbara Hyre and Dot Landis
will be attending (coming from the two largest districts), but
Cheryl indicated we would alse like for she and Carol Lowe to
attend to represent the county office an? one other district.

Nancy and Ken helped plan and implement the two day
#23810N8. They wanted to utilize some model programs and the
three they used were ours, Dayton City Schools, and PAR in
Columbus. These are all very different, but the underlying
assumption is that the State Department wants it to be an
enhancement and assistance program, but doesn’t preclude linking
this to svaluation,

The week of July 13 we will have a workshop with the Teacher
Leader Cadre. We can talk with them about being teacher leaders
and we car use it as an opportunity to prepare them for
particular leadership roles in our project.

P« Evaluation of tha 1986-87 Pryjram: Year II
Sue Rieger provided a summary of comments from mentors anci
inductees gleaned from the May 12 meeting. The major points they
made were:
* More administrative support




# More opportunities for teachers to provide us
with feedback
* More small group sessions
* Time allocated for mentors and inductees to
talk, observe, reflect throughout the school year.
A list of discussion ideas was also presented based upon the
feedback received.

Shirley discussed an analysis she completed with the Teacher
Leader Cadre. (If you would like a copy, please call Shirley.)
She indicated that they were asking for the same things, for
example, administrative support, small group meetings instead of
large meetings. This evaluation was about the Teacher Leader

- Cadre, but it did spill over into the induction program. Cadre
became concerned becauswe we did not do a naeds assessment with
this group of inducteea. Administrators need to be more
involved. Shirley fel®t that the action research served an
excellent purpose, although every teacher that was involved my
not have understood its significance.

Informal comments:

Jim indicated that Dublin H. S. had completed a climate
study and what we discussed was what the study suggested. He
felt that many of their new teachers would benefit from our
program, but he alsov indicated that administrative support was
important.

Narncy indicated that we have not found a good way to
communicate with building-level principals. We do a good job
with teachers and superintendents,; but we need to communicate
more with principals. Discussion then centered upon third-party
assistance and mentors used as evaluators. It was suggested by
Shirley that on Auguast 17 when the administrators meet, that
there be a review of our program. Nanny stated that we must face
the fact that we do not have any real criteria for mentor
selection and a voluntary, but imposed induntee participation
system. &0, we have many things to be worked out yet.

Charles suggested that maybe a short hand-out or pamphlet
could be provided explaining our project, whatever could be
Dbriefly placed in somecne’s hand. Ken agreed that this would be
bereficial., Discussion then centered around superintendents
identifying teachers to participate iry the leadership cadre.
Nancy stated that we do not encourage necessarily a teacher
leader would have to show leadership by assuming a formal
administrative pogsitiocn. This is not the goal. What we're not
clear on is is there anything and if ®0 is it supported by this
program. Is there some level of contribution that someone could
make to the district who is not geing to be a principal or
supervisor, but rather a leader among teachers in some quasi-
official capacity. We can be clear with the teacher ieader cadre
as to what the expectations are. Do we want the teacher leader
cadre to serve in any kind of instructional capacity in the

X project because this is a way of decentralizing and making the
ARlCnxpariencn more prrsonal. We have agreed iszrc cadre being a

Aruitoxt provided by Eic:




eritical link in the induction program. Whetiner they become more
to the districts is for the districts to decide.

3 Input for next year--Cheryl

Development of a local steering committee because we need
more local ownership. This committee would screen the mentors,
which we feel is an important issue. Handbook for mentors zo it
is very specific what we expect mentors to do. An evaluation
process to determine if mentors did what we expacted is
important. Mentors need to develop a relationship with the
inductees such as the logs which were used during the first year
or the reflective packet. Release time is essential and perhaps
the steering committee could develop this. Each district needz |
to come up with a written plan. Mentors could be assigred to
inductees at time of employment and training for the mentors as
to what it means to be a mentor guide. The roles of the teacher
leaders need to be defined. Maybe the inductees do not need a
course, but the mentors should be trained who would filter the
information down. Research generated by the program should be
disseminated, example Brenda's dissertation dat .

4. Nancy summarized common themes throughcut the meet ing.

* Essentially keep our county-wide collaborative effort
going hopefully in the form of a program planning committee.

* To work on decentralization to build ownship in each of
the districts.

* Be explicit about the roles of the teacher leader cadre,
mentors, and inductees and the expecta-ions of these roles.

* To back ur the emphasis of our instruction at least at
the teacher leader cadre level primarily and move to work with
mentors who will work with inductees. So our emphasis may be on
the teacher leader cadre.

* Work on information dissemination. Find some ways to
translate what we’re doing to middle management and review our
interest in handbooks and other materials that would support our
efforts,

* GShirley: Teacher leader cadre is the key group of
people.

* How to use the program plamming committee to
instituticnalize this project.

* Kent The cadre is an empowerment for teachers not a
training program for administrators,

We will recycle the teacher leader cadre forms to superintendents
and LER's. They may wish to recruit those who they feel would be
gond candidates for the cadre.

We will begin to get things rolling for next year and convene a
substructure including the four paople who went to the state
departmert meeting and to work with Shirley and anyone else who
is interesied. When we have something formulated, we will let

yYou know, .
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Franklin Co/0SU Induction Project

Summary of Minutes
CADRD INHTING COMMITTES (NEW IVHME FUR REVISED P bddianeg oM i Tee)
SErRTEMRBEIR 9, 1987

SASTLHNDG uvs

ERESENT:  Snirley Scholl, Fred wol fe, Don pointyre, Pat Lee, Jim
Rowley, Pat Fietcher, Jods Reed, bev Steger, Corrie Stiltrer,
irieh Hart, Lana Borders, Mariiyr Wagrer, Sara Jare Ganm, Betsy
oranam, Larc!yn butler, Donna Fraiedman, Dot Landis, Snerry
ruennle, Jodi Klamfoth, Corrne Carr, Judy Firel, Jearnre Saus,
Narsna barnnart, Teresa noon, Chneryl H ltor, Carci Lowe, nNarncy
Jimpner, Sue Rieger,

FUTLRE MEEYINGS:  The coordirnating committee (&lias program
plannang cwamittee) will weet crnce eacn yuarar, YRR rext
mMmeatind wili pe scheauwled ror Sometime duranyg winter quart er.,
L superintendents, LER's ang (Lu's wiil e TRY N LIV

"

LARENDRS

e Soneculae of TLC meetinygs For rast gquarter:

il meetinps will be held from 4:0@ pm = ;00 pin at Eastiara JVS.
l'uesaay, Sepiwaper &g | '
wigdriesday, Urtoder &

Tnursgay, Lecen bDer $

k1, Frrgress Aan @achn of tne five latricts:

Fiiain Lacal~Caare members h. se SPakern T LtNE rew suparintengent
omcertiaing Qe PRI e And ne faw argdicaten taat MG wi le De
21vIng 1t his attention at a l.tcie. later ©ilme. Caare meuwbers
RNave dratted a plan forr tneir Gratrict o Chlrin Laer,

sruveport-Ladre members are DEVILLALG DUt @ Ll T (o
Admiristraturs and teacners fMP'VulunLuurb Cor D Gl Lo Llawr i ny
Committes. Tne group wiill meet next tuesdaay, Sept. 1S, o viscusuw
shmllar tdeas to thosw O0S@A CHisS SWiers 1, LN Wi KSMUL).

Raws it or-wrcup Nas mwet ang deciceuw L B0 the programn Gevelouew
in tne woitkshop, Carol Nas mel witn Jnouctees and asKe Ureem Lo
eep a Journal,. Much 18 bDelng learred as they "go 1g!Y

Tney have Oevelped a cneckiist of 1Tems For mer.uors To uwae wits
thetr 1ncuctees, The checiklist is attached to the mirutes Tior
thase 1nterestea,

Carial =Trey dare ubthq tne drdart treon the ol g Oeve Luplng The
ALBErLAg Conmittee as desigrateu 1r Lhesr OF “ileeas. MMy Nav

el ancut three tilues. Me@ritora ant Induttews weite wafoened preaae
To schieai, mey have also utiliced a CINEQMLInt To Rive 1o

WENtars T 4se with lnauctees (Simiia® G FPamsston’ ).

{

Dublir—~Barbara 15 or thelr steering commlttew, On Septemper 63
Chneryl ara Srirley wil!l be Preserting at Duvlin’s first aecting of
Qﬁntars on the topic of parernt/twacher Cornrerences.’ Sritrtley will

EBiq‘ ' FS I IPSN
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D aswinyg Duoiin 1f they hRave others they wish cu Joiv che Tl or
2ary tNey uwtlli3e Lomne of those aiready Uralngd Froom Soner
dletiriuty,

District Suunts

L i Tels
Flawn 44 Yl 3
Gruveodet Madlsan & (3 a7
SE=4207
mamlilton 9-11 110 b
varial K = =
Luolirn &9 €17 1

AR SIS 4 S Yt et e e et vt WE G AR e S LA e e T S0 A Y - o - om et At ae TH TN S B 1m s mw wm T 16 e s @ sl N e e s o 0 A e el o £ Gtad il Amm e b

C. "Cuestions poaseo Dy CHose 11 atbenddnc s

Mer Loy activaity o oredit

TG fonre ereaut

ACt 1o researcn .n the classroon for oredit

TLG ey

meeting times reiated to credit (given 1n part )
Crossirg cistrict lines

LdCal-rnext steps

Materisla, RancDoor .
Coardinating Gommittee Scnedurie (will weel oo pES auarter &
Chilms was 1t For fait)

o] wlf First wees actlivibilwes

Fee waivers

A REQGRAGN W0 jecty

2 % » % 322 2 % »

» 3

Hriowers: .

TLZ witl ernmroli Fare gAree Crreed i L s @t Quiaeter rog o tatcal or
9 creolts/year, We will meet & times a QGuarter to reagy 2ach
Cadre menbéer For NomME a1ubiricl wcbivielus. Mentlors will errotl |
for three credits for one Quarcter ar we wonll convene treéem X
vidiwer o f gime tnewugnout the yerate, snductees wiuld not recerve
any Credil. (Trnis was Sutline Present oG ot vworrsingg, )

Tne contracts office 1s FEViewing Lthe agreenent on rec
walvers and Franwlin Co. office will receive the walvers
jererated from the project wiiich will moust litely e able to
Cover TLC and wentors. We couta loosk into podslo.e CEUY s,

Jim Rowlaey will be deveLlauinyg a Nangboor For aentdrs 4nd as
the fivrst araft of the gistrict orientet aon section ready. Trias
OLAOL Nandboaax will Prooadly ow Mnils Jdiscertabilion. HEe wili oe
@XPLlaring a varilety of way in whicnh he cav LU0y the 1mpacy of
Cher NandLoak, Sue Hieger will dw Jolnyg o nualtiat lve anaiyais OfF
LRguUIry anag reflectivity wWRicn will preQably DECOME her
Jiwsercat Lo, bMmadaition we wii!l ok Wit e iny and evaludu in g
the project for the CERTD final rueponrs.

1o may ve pose.ole For gy to orose dlstiricg L 1nes., Lves
POSBSIDLLLItEY Couid De the Sept. o4 SrlEncatien oFf cie CCunty
SPFICK o new teathiars, L merntoaes wonid Liwe t.. swtieényg wicegn
Croens lnuuctees and utililze tlie mpmovtunxcyﬂ slense tet LUniriey

ERIC

IToxt Provided by ERI



Witivie

ly Sent. Jao, oledse let us Mrow LI FIlner OF W@l oy wi Si0 i)
"ot Merntinres wall receive 2 nres. Credilt for prooabyy SNy
TYNYRY ™3 o5 mere will be SO nes oF Coarnbact whirn, wath 3/3 1
Arect IRSEruct Lo and l/_?, ror 1rnduepenaent attivity.

Ntimately mertors will have a Pole 1n Deer leadersnio. We aree
nly triterested in those who are Councernal with orofessiunal
lRvelouduent anong pears-adv i se Leailners tw Cnoesso wisiely.,
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COORDINATING COMMITTEE MINUTES

Columbus Museum of Art
Tuesday, May 24, 1988
4:00 - €:00 PN
Final Project Meeting

I. Present: A number of Cadre members, Elmo Kallner, Shirley
Scholl and guest, Nancy Zimpher, Cheryl Hilton, Sue Rieger

I1. Shirley Scholl gave the welcome. Craig McDaniel, Director of
Programs gave a short presentation, including a film, about the
museum.

III. District Progress Reports:

Canal Winchester: Jodi Klamfoth stated that they had adopted a
document for beginning teachers for the induction program in the
district.

Hamilton: Carol Lowe indicated that they had implemented a pilot
program this year which Carol and Cathy Loreno have led for
mentors and .nductees in the district. Future plans are for the
steering comm!/ttee to meet again (they met laat August) and for
Carol and Cathjy to begin to develop, this summer, a mentor
handbook.

New Albany: Connle Carr shared that they would begin to work
with the steering sommittee and place names next to job
descriptions for meators, etc. They plan to focus on inservice
for the entire staff because 0of the small number of teachers in
the district.

County Office: Jacque Merz is working with the handicapped
programs in the county teo institute mentors for nev teachers in
these programs.

Groveport-Madison: Sherry Kuehnle said that their proposal had
gone to negotiations for approval.

Iv. Columbus Foundation Grant

Lana Borders, Murilyn Wagner, Patty Lee, Steve Cunningham and
Cheryl Bruggers at the Freshman School have received u $10, 000
grant wvith an additional $3000 inkind money (for a total of
$20,000) from the Columbus Foundation. Their proposal provides
opportunities for students to be involved in community service,
thus linking the school and community in a supportive manner.
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V. Final Report on our Project--Nancy Zimpher

Nancy made the following points regarding the O0SU/Franklin County
Induction Project:

* Shirley Scholl should be enshrined. Her insightfulness and her
desire to do something to help teachers initiated the
collaborative efforts between the county and the university.

* We have a long history of collaborative work and the work of
teacher leaders (many who have been LEA presidents) has been
terrific. They are the pioneers in the teacher leader role.

* What we have accomplished: 1) mentored 100+ beginning
teachers; 2) worked with local districts; 3) developed the
Teacher Leader Cadre; 4) taught many courses and participated in
twvo state-wide conferences; and 5) four dissertations have come
from the project.

* The impetus of a model of what can done are the efforts of Lana
and associates, and Sara Jane and Dot (who submitted an QERI
proposal). °

* There has bheen an incredible amount of disgsemination
nationally.

* Nancy believes that we have come the furthest of all OERI
Projects and towarde institutionalization of the program.

* The final report will be sent to all Teacher Leacer Cadre
members as testimony to their involvement in the project.

* Currently, Nancy is working in the area of Masters and Doctoral
programe for the professional growth of teachers and an area in
professional development will soon be offered in both these
degree areas.

* Nancy acknowledged the contributions of each person present at
the meeting for the success of the project.

VI. Future Plans

Shirley led 8 discussion with those in attendance regarding plans
for next yesr. The following ideas were taken into
congsideration: .
a.) meet three times during next year;
b.) have food;
C.) provide a list of 0SU classes in Masters and Doctoral
program for Professional Development:;
d.) provide spzakers at various timez to assist the TLC who
vill continue to work witn mentors in their district;
@.) early October vwas determined as = good time for the
firat meeting.

o

20



The meeting was adjourned with a dinner served compliments of Rax
and Shirley had asked the Teacher Leader Cadre to complete a
survey form and return it to her as soon as possible.




APPENDIX A-7

Stipends for Teacher Leader Cadre

322




ASSIGNMENTS FOR STIPENDS

Assignment 1: Coordinating a mentor and inductee program in the

- district.
Cathy Loreno

Assignment 2: Presenting a class session for the leadership
ceurse,

Dbt Landis
Sherry Kuehnle

Assignment 3: Administer BARS to all mentors and indi.ctees.
Jodi KTamfoth
Teresa Koon

Assignment 4: Give a questionnaire to mentors.

Jodi KTamfoth
Teresa Koon

Assignment 5: Meet with a mentor and inductee dyad monthly.
Sara Gahm ‘
Betsy Gram

Cathy Loreno

Teresa Koon

Assignment 7: Interview project director three times.
CAris Bowser

Assignment 8: Administer questionnaire to inductees.
Jod7 KTamfoth
Teresa Koon

Assignment 9: Administer BARS to inductees not involved in an
- inductee or mentoring program.

Judy Pinel
Sara Gahm

Assignment 10: Administer questionnaire to designated
administrators and teachers.
Jodi Klamfoth

Judy Pinel




Assigment 11: Administer questionnaire to Cadre members,
Dot Candls — '
Sherry Kuehnle

Attend steering committee meetings in home

Assignnent_lZ:
T district and provide minutes.

Teresa Koon
Chris Bowser

Assignment 13: Observe, conference, and provide feedback to a
mentor,

Cathy Lorenc

Assignment 14: Observe, conferenca, and provide feedback to an
inductee.

Cathy Loreno
Teresa Koon
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' STIPEND REQUIREMENTS

A sfipend will be provided for completing each of the
following items. The number of people needed to complete each
activity and the amount of the stipend for each is in
parentheses. You may check as many as You would be interested in
completing, however, we will distribute the tasks in various ways
to accommodate all those who are interested in completing a task
for reimbursement. Any comments you would like to make can be
added in the space below the item.

Please sign on the line following the word "signature" for
any stipend activities for which you are willing to complete.
Also, please include the name of your district. You may choose

as many as you think you could accomplish. We will notify you of
-nose for which you will be responsible at the December 3
meeting. Stipends will be paid in the spring to early summer
when the tasks are completed.

A11 tasks must be completed by May 16.




ASSIGNMENT ONE

Establish and coordinate a program with the mentors and
inductees within your district. Plan a schedule whereby ycu and
the dyads meet on a regular basis (a minimum of five times)
throughout the winter and spring. Determine topics (utilize the
five domains of knowledge presented in the summer workshop) which
will be addressed during each session and plan each of the
sessions. P“rgvide materials, speakers, and any other ressurces
needed. Submit agendas of each meeting anq a detailed
descripticn of who attended, what was discussed, and your
reaction to the meeting, A fipa) report will be requested in May
outlining what was accomp11shed and changes you would make in the
future. At the end of May, we will provide a guestionnaire for

. -U to give to your dyads and ask them to complete.

: va ;
The dyads should be asked to completei’«) critical events (5 X262 /g0

and fﬁyyconference report forms, and ég%uhinute paper from o
January through May. Reflective instruments completed by mentors
and inductees should be submitted to the project director for
analysis, (This leadership project will utilize two teacher
leader cadre members from the same district. The stipend for
this activity will be $300 per district, If more |
than one person in a district ié interested, the stipend will be

divided ambng those participating.)

Signature
District_




ASSIGNMENT TWO

ring

A course will be offered during the winter/%%arter to
those 30-40 teachers who indicated on the survey that they
were interested in taking a class. The course will meet on
ten occasions for two and one-half hours each throughout the
wintegf:ﬁéi?::71n as central a location as possible.

Utilizing the five domains of knowledge and other
training which you have reccived throughout the last two
years (such as the Evertson classroom management
information, the Hopkins book or the RTLQ), develop
objectives and materials and present your topic to the
group. You can make assignments or require the group to
complete readings, etc. You may choose.io lecture, utilize
small groups or dyads, or another configuration you believe
valuable when presenting your material. If there are

e prejeck Wil asgsk on
handouts, ye«—m111~providgjthem in addition to other
materials necessary for presentation.

Submit a mini-syllabuys outlining your topic,
objectives, and reading requirements for your session by
December 14. We will devise a syllabus incorporating each
person's topic and outline course requirements based upon,
your stated goals. We will read each topic presented and
inform you by December .18 if you will be presenting a topic.
Project personnel will consult with you initially and will
be available on an as needed basis throughout the quarter.

(This opportunity is available to eight

39w




individuals--one person for each class meeting. However if
two or three people would like to do a team presentation
they are welcome. However, the stipend w111 be divided
among those teaming. Stipend for each class session is

$100.)

Signature_

District
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ASSIGNMENT THREE

In January, administer the BARS assessment to all
mentor and inductee dyads in the four local districts, The
first week of May administer the post BARS assessment to the
dyads. Complete an analy;is of the pre and post assessment.
More formal specifications for the analysis will be given
early in March.

A final report will be delivered to the project
director in June summarizing the findings, including your
analysis, Additional criteria will be explicated in the
March specifications for completing the report.

We have copies of the BARS assessment and they will be
provided for you for both pre and post assessments.

(This assignment will accommedate two people working as a
team., However, if only one person is fnterestéd; they may
complete.the task alone. The stipend will be $100 total
Which can be divided between two team members or given to

one person working alone.)

Signature_

District




ASSIGNMENT FOUR

Give a structured questionnaire to the mentors in the

four local districts in March, Synthesize the results of

the questiomaire, By utilizing purposive sampling, conduct

a structured interview with two mentors from each district,
Transcribe each interview and submit the transcriptions and
the synthesis to the project director prior to May 15,

Structured interviey form will be provided for
the cassette tapes,

The

you, as wil|

(This assignment Will utilize 2 p

of $75 each. If one person volunteers

_ » she will receive
quﬂﬁ“ﬁnaﬂgu/‘W‘ﬂ
$150 for completfng the 2¥ interviews,)
A

*rsons for a stipend

Signature

District_
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ASSIGNMENT FIVE

Meet with a mentor and inductee dyad once a month from

vanuary through May. Each visit should be documented
‘utilizing the following reflective format: °
Concerns/problems the dyad is having; activities which they
have been involved together; amount of time the dyad has had
, .

to observe each other teaching; number of times they have

met together during the month; is there a particular

incident which they feel good about--describe, explain; what

.1s the nature of their experience; and additional comments

they wish to share. A more structured form will be given to

yYou to use. A1l information should be Eecorded and
submitted_to the project director on a monthly basis.

(We will support five ledders working with five dyads. The
5" 'pend will be $50 per responsiblity of each dyad.)

Signature_

istrict
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ASSIGNMENT SIX

Work with several mentor/inductee dyads in your
district to develop and implement an action research
project. Utilize a similar format presented last winter,

We will provide you with the information and format from
last year, A simple proposal should be written and
Submitted to the project director by December 18. 1In
addition, please include a budget request, if necessary; not
to exceed $100 for the costs of implementating your research
project. You should be prepared to implement your proposal
sometime in January and finish in early May. In addition to
the written report as explicated in the materials, the Cadre
Teader will provide a'brief 2~3 page paper reflecting updn
the process, how it was completed, good points/bad points of
the inquiry and anything else you believe pertinent. (We
will support up to 10 projects. One cadre leader per

project will be paid a stipend of $50.)

Signature

District .

1n



ASSIGNMENT SEVEN

Meet with the project director three times during the
next five months--once in January, March, and May. Your
interviews should center around the topics, "How do existing
featires and processes of a school or university change to
accommodate innovative teacher education programs?" and
.“Nhat are promising alternatives for supervision, mentoring,
and apprenticeship?“

Write a synthesis of each interview including salient
points and issues addressed. Reflect upon Dr, Zimpher's
responses and develop questions for the next session which
address a continuation of her thoughts and an explication of
any issues you félt were important. Hand in each of the
three syntheses in May to the project director, plus a
fourth paper which will include your reflection en the three
meetings. (One Cadre member will complete this assignmens

for a stipend of $50.)

Signature

District
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ASSIGNMENT EIGHT

Coordinate the administering of a questionnaire to al]
inductees in the four districts in March. Using purposive
sampling, 1nferv1ew two inductees from each district with a
structured interview form which will be provided, focus upon
three process questions: 1) What know1edge.was remembered
from their preservice training and how has that information
been applied to their classrooms; 2) How have they
experienced the process of Iearning to teach; and 3) What is
reflection? Do they do it? How do they do it? Provide a
synthesis of the questiownaire, Transcribe the tapes and
return the tran§cr1pt10ns, your synthesis of the
questionnaire, and the tapes to the project director by May
1. Tapes for the intervier will be provided.

(This activity will accommodate two leaders working as
a team for a stipend of $75 each. If one person completes

the task, she will receive $150.)

Signature

District

334

12




O

ASSIGNMENT NINE

Administer the BARS assessment to a group of beginning
teachers during the month of January who are not involved in
the Franklin County/0SU Induction Project and who are not
part of a similar program elsewhere i.e. mentoring, classes,
etc. During the first weeks of May administer a post BARS
assessment to the same group of beginning teachers.

Compfete an analysis of the pre and post assessment.
More formal specifications for the analysis will be given
early in March. A final report will be delivered to the
project director in June summarizing the findings, including
your analysis.

We have copies of the BARS assessment which will be
made available to you for both pre and post assessments. We
will locate the group with which you will administer the
assessment.,

(This assignment will accommodate two people working as
a team. However, if only one person is interested, they may
complete the task along. The stipend will be $100 totq1
which can be divided between two members or given to one

person working alone.)

Signature

District Hhins

-

U

11



ASSIGNMENT TEN

Administer a questionnaire to the 12 principals who
have entry year teachers in their building, the four local
superintendents, Shirley Scholl, and one member of each

. district's steering committee (who is not a superintendent,
principal, mentor, cadre member, or inductee)., Synthesize
the results of the questionnaire,.

The instrument will be provided for you. The synthesis
will be returned to the project director by May 13.

(This assignment will utilize one’ cadre member for $50

reimbursement.)

Signature

District
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ASSIGNMENT ELEVEN

Coordinate the administration ~f a questionnaire to
each of the Cadre members enrolled in the Cadre class.
Synthesize the results of the questionnaire. Utilizing
purposive sampling, interview eight cadre members with a

. Structured instrument. Transcribe the interview tapes.

Questionnaire, interview form, and cassette tapes will
ce provided for you. Synthesis, interview and tapes are to
be returned to the project direct by May 11.

(This project will utilize two leaders for a stipend of

$75 each or $150 for one person.)

Signature

District

337

1r




ASSIGNMENT TWELVE

Attend all the steering committee meetings in your
district., Take minute§ and submit a copy of those minutes
to the project director. Include a one-two page report
which focuses upon your reflections of the situation and
what is happening with the committee. Submit each report
and reflection after each meeting. Notify the project
director of the final meeting of the year.

Provide a copy of the proposal for next year's
induction projesi within your district. Also include 1in
your reports any agendas or other handouts provided during
the meetings. |

(This activity will utilize four leaders, one from each

district. A stipend of $50 each will be provided.)

Signature

Pstrict
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ASSIGNMENT THIRTEEN

Observe, conference, and provide feedback to 'a mentor
in your district conceéning his or her teaching. A minimum
of four observations and conferences (pre and post) should
be completed. Summarize the voservation and provide your
reflections uvf the process. Focus upon what happened during
the observation, what feedback you provided the teacher, and
your personal reflections upon the process. You may use the
observation instruments provided im the packet this summer,
ideas gleaned from the Hopkins book, or other materials you
may have,

Your reports.of each observation/conference should be
given to the project director by May 11,

(Ne will support five such projects for a stiped of $50

each.)

Signature

District
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ASSIGNMENT FOURTEEN

Observe, conference, and provide feedback to an

inductee in your district. Complete at leéast four of these

observation/conference activities. Summarize each of the

sessions including your reflections of the process and how
you believe the new teacher can improve, You.may utilize
several of the instruments provided in the‘summer packet for
observation, ideas gleaned from the Hopkins bodk, dr othér.
artifacts which you féel would be helpful.

Your reports for each of the observations/conferences
should be completed and returned to the project director by
May 11.

(We can support ffve such inquiries and give a stipend of

$50 to each leader involved.)

Signature

Distrigt

18



ASSIGMMENT FIFTEEN

L%

Using the format which will be supplied, conduct a
sysﬁematic study of your own teaching. You may focus upon
whatever aspect you believe you need to know more about. |

A mini proposal should be submitted to the project |
director by December 11. A final report will include
criteria which will be established by January 1 based upon
your proposal. components wil' include those necessary for
a research study (but on a smaller scale). A1l studies must
be completed and information/reports délivered to the
project director by May 131.

(We will support five such studies for a stipend of $50

each.)

Signature

District
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ED: P&L 870 PRACTICUM IN CURRICULUM,
INSTRUCTION AND SUPERVISION:
The Professional Development of Teacher Leaders

Course Syllabus
Summer Quarter, 1988
3 graduate credits

COURSE INSTRUCTORS

Nancy L. Zimpher Kenneth R. Howey
College of Education College of Education

The Ohio State University
121 Ramseyer Hall
29 W. Woodruff Avenue
Columbus, OH 43210
292-5181

OFFICE HOURS® Professors Zimpher and Howey will be available after each
session. Individual or small group conferences can also be arranged at
other times by scheduling appointments through Barry Zvolenski at 292-5181.

COURSE DESCRIPTION: This course 1s designed to help teachers develop

leadership capabilities as instructional supervisors. The focus in this

course is on the development and refinement of leadership roles teachers

assume in the supervision of preservice stud